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Abstract
Holman, ZeVida Antre’. Ed.D. The University of Memphis. December 2014.
So You Call Yourself a Counselor? School Counselors’ Impact on First-Generation
African American College Students’ Post-Secondary Aspirations. Major Professor: Dr.
Stephen A. Zanskas
This critical race narrative inquiry seeks to describe and understand firstgeneration African American college students’ perceptions of the impact their
experiences with high school counselors had on their post-secondary aspirations. In
addition, this study strives to enlighten school counselors about the potential power and
impact their words and interaction may have on potential first-generation African
American college students’ post-secondary aspirations. Participants included six
individuals who self-identified as first-generation African American college students; and
who were between the ages of 18 and 22. Participants attended a public school in
Richmond, a large metropolitan area located in the Southeastern region of the United
States, interacted with the school counselor at least once, and agreed to engage in one
semi-structured life history interview that focused on their educational experiences. This
study examined the impact of school counselor’s advice, encouragement, discouragement
and interaction on student’s post-secondary aspirations through the lens of Critical Race
Theory.
I engaged in thematic analysis and creative analytic practice in order to reflect the
multiple voices of participants, and to reflect the experiences representing participants’
personal and social meanings. As a result, the following three primary themes emerged:
(a) You call yourself a counselor; but… (b) Your words don’t make me or break me; and
(c) If you won’t help me, someone else will. The final representation and analysis
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involved creating a fictional school-based organizational consultation to address high
school counselors’ impact on potential FGAACS’ post-secondary aspirations.
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Chapter 1
Introduction
Vignette
I want you to take a trip with me down memory lane and step into the experience
of Micah, a first-generation African American college student who attended and
graduated from a high school in the Richmond City School District. Currently, Micah is
a 24-year old sophomore at a local university in Richmond where she is studying to
become a teacher. Listening to her younger niece talk about college plans, Micah
reminisces about the time she visited her high school counselor, Mrs. Jackson, and how
the counselor’s advice broke her spirit and altered her post-secondary aspirations.
Micah recalls sitting outside Mrs. Jackson’s, the school counselor, office waiting
to share her dreams and aspirations. Her dream was to attend a four-year college with the
goal of becoming a Neonatal Surgeon. Micah could hardly sit still while waiting to meet
with Mrs. Jackson! Her legs were shaking with excitement as she rocked backwards and
forward in the chair; arms tightly hugging her math book. While anxiously waiting,
Micah began reflecting over her high school experience. She relived the thrill of
becoming, a “SENIOR,” the upper classman and the envy of all other students. Her mind
filled with vivid memories of herself enthusiastically waiting to attend the senior trip, to
participate in senior skip day, and to order her cap and gown, class ring and senior
pictures. Micah thought to herself…it is finally my time to be the center of attention!
My time to become a young adult! I am on track to become a high school graduate and
the first child in my family to attend college! Micah’s eyes filled with enthusiasm as she
envisioned a positive future.
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Suddenly, Micah was jarred back into the present when the counselor called her
name. Gathering her college brochures, financial aid papers and ACT schedule, Micah
stood up, turned to the right and slowly entered the counselor’s office. The office was
cluttered with college preparation books, financial aid information, and piles and piles of
paperwork on the desk. The walls were covered with college banners and inspirational
quotes. In amazement, Micah’s attention immediately gravitated to Andrew Carnegie’s
quote posted on the wall above the counselor’s desk: “The best means of benefiting the
community is to place within its reach the ladders upon which the aspiring can rise.”
Micah naively equated the words of the quote with the helpfulness of the school
counselor. For that reason, Micah became more excited to share her dreams and
aspirations with the school counselor whom she assumed would be helpful. However,
the excitement, anticipation and eagerness were short-lived and immediately replaced
with disappointment, self-doubt and worry.
First, Mrs. Jackson told Micah she only had 15 minutes to meet with her, and to
“make it fast.” Then when Micah shared her dreams and aspirations of attending college
and becoming a Neonatal Surgeon, the counselor raised her left eyebrow, twisted her
mouth, smirked, chuckled, and said, “Don’t waste your time trying to become a surgeon.
You don’t have the grades or the money to pay for college for that career. Umm…maybe
you should consider becoming a cosmetologist. You know…you always keep your hair
so nice.” Perplexed and devastated by the school counselor’s behavior and advice, Micah
tried her best not to cry in front of her. However, immediately after leaving the meeting,
Micah quickly walked to the restroom, avoiding eye contact with other students, and
broke down sobbing uncontrollably trying to make sense of why the school counselor
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spoke so negative about her capability to become a doctor. So, what is going through
Micah’s mind? What do you think about the counselor’s statements and behavior? What
are some questions you would like to ask Micah? The questions I would like to ask
Micah establishes the rationale for my research study.
The purpose of this critical race narrative inquiry study is to describe and
understand first-generation African American college students’ perceptions of the impact
their experiences with high school counselors had on their post-secondary aspirations.
By completing this study, I aim to give students a voice to share the issues that may have
influenced their post-secondary aspirations. In addition, I strive to enlighten school
counselors about the potential power and impact their words and interaction may have on
potential first-generation African American college students’ post-secondary aspirations.
To begin, this chapter opens with my subjectivity statement and the background
and context that structure the study. Following this is the statement of problem, purpose
of the study, and research questions.
Subjectivity Statement
In qualitative research, the researcher is the primary instrument of data collection,
and therefore the researcher’s positionalities are essential elements of the entire research
process (Morris, 2006). Yeh and Inman (2007) believed that the researcher cannot be
separated from the qualitative process. The reader, the participant nor the researcher can
discount the possibility that the race, social class or experiences of the researcher affects
the research process, because researchers bring their own epistemological perspectives—
ways of knowing—into the framing of researchable questions, data collection and

3

analysis, and interpretations and conclusions (Morris, 2006). Rather than minimize this
influence, I highlight my perspective as it pertains to the research study.
Helping, helping, and helping. Helping is what I do. It may be helping high
school students with college preparation or helping graduate cohorts with identifying
requirements for state licensure. It does not matter what is requested, as long as it is
legal, I am more than happy to be of assistance. Mrs. Resource is my title to most people
in the different areas of my life. In my family, I hold the position of the “go to” person.
The go to person for financial assistance; the “go to” person for advice on purchasing a
home; and the “go to” person when my parents need someone to speak on their behalf
concerning medical issues, insurance, or retirement. My family members will be the first
to refer my services to others. For instance, I received a random call from a young lady
who was seeking financial aid information for her daughter. My mother, who believes I
have the answer to all questions concerning college, gave the lady my contact
information after overhearing the mother-daughter conversation while shopping. Several
people ask me, “Don’t you get tired of helping people?” Not really, I answer. I enjoy
sharing information that will help people move forward in life. That is why Andrew
Carnegie’s quote, “The best means of benefiting the community is to place within its
reach the ladders upon which the aspiring can rise,” continues to be the driving force for
my life’s purpose.
As far back as I can remember perseverance, persistence, and resourcefulness,
or “making-a-way-out-of-no-way,” which is what we call it in the African American
culture, has been embedded within my person as a high expectation. And, I still live and
breathe this discourse. I try to never allow a problem to overshadow my dreams or
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goals. I construct “A” “B” and “C” plans to supplement the possibilities of failure.
Many people tell me that over- planning and analyzing are safety nets which prevent
spontaneity. This may be true to some degree, but, in my family history, planning, being
resourceful and “making-a-way-out-of-no-way” is a way of life and has brought us
through rough times.
I am a 43-year old, first-generation African American college graduate who was
born and raised in North Memphis, an urban, low socio-economic community in
Memphis, Tennessee. Most family households in the neighborhood consisted of a mother,
several children, a grandmother and often aunts or uncles. There were very few
households with a father or grandfather present. I feel blessed to have been raised within
a household with my married biological parents, two older biological brothers and one
biological younger sister. I highlight biological because most families were blended with
step-fathers, step-mothers and or step-children. I was the first-born girl and youngest of
the family for six years. Then, I transitioned into the position of the oldest girl and a
middle child, which is the same family position as my mother. I mention my mother’s
position because I often wondered if my supportive attitude and resourcefulness were
influenced by family position and/or stemmed from mirroring my mother’s behaviors.
In my eyes, LeNora Jones, my mother, was the epitome of a strong black mother
and wife. She was loving, encouraging, and respectful toward my dad, who worked
tirelessly to support our family and who instilled the value of family time by taking the
family out for pizza every Friday at Broadway Pizza located on Broad Avenue in
Memphis, Tennessee and taking us on vacation to visit other family members living outof-state. My mother was and continues to be a cheerleader in my educational and career
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development, even though she did not consider herself that successful. She never
received any guidance toward college or career opportunities from school counselors or
family members. However, my mother graduated from high school and worked at odd
jobs to help my dad provide for the family. She eventually obtained a Head Cook
position with the Memphis City Schools then became the sole financial support for the
family after my dad lost his job. Even though her career came later in life, it was one she
truly enjoyed and looked forward to everyday. She continued to cook and cater events
after retiring from Memphis City Schools.
My mother taught me how to make the impossible possible for my children
through her actions. No, she did not have the higher education that society required, but,
she provided me with skills, work habits, and avenues to enhance my future. For
example, I was made to play in the orchestra until graduating high school. This was
definitely not my choice. My “A” and only plan included attending the neighborhood
school with my friends and becoming a majorette. Thankfully, my “A” plan did not align
with my mother’s plan for my life. My mother understood that in order for me to have a
better education and to attend Snowden Junior High and Central High School, both
optional schools, I had to participate in an activity that was not offered at the
neighborhood school. So, she enrolled me in private violin lessons from my elementary
school’s orchestra teacher, who was also the orchestra teacher at Snowden Jr. High
School. Taking private lessons from her guaranteed an orchestra transfer that would
allow me to attend Snowden Jr. High School.
Recalling my life’s pathway, I am drawn back to my childhood, which was a
childhood that was happy, eventful, and full of good memories. Even though my family
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was considered “poor” and labeled “underprivileged” by the standards of society, I
never became conscious of this until later in life. Growing up, my mother could not
afford trendy clothes and name brand shoes worn by my peers at the predominantly
White optional schools. We shopped at second-hand stores like the Goodwill and the
Salvation Army to purchase our clothes. I remember when button-downed shirts,
Jordache jeans, and penny loafers were in style. She could not afford to buy the buttondowned shirts new. So, to “make-a-way-out-of-no-way,” she taught me how to craft a
button-down shirt. She took me to the Goodwill and showed me how to walk down the
shirt aisles, dragging my hand along the top of each shirt, to feel for cotton shirts for her
to buy. She took the shirts home and taught me how to maneuver thread into buttonholes
to attach them to the end of the collars. Voila! I had a button-down shirt that was
comparable to the shirts of my peers, but my shirt cost 50% to 75% less and the buttons
would not come unfastened. Sewing buttons onto shirts may sound strange, but this was
just another way of “making-a-way-out-of-no-way.” My mother always made sure I was
in style with my peers and had similar trendy clothing. It was often said in our household
that “being less fortunate did not mean you could not have what the fortunate had.” This
saying was one of the many proverbs I remember hearing throughout childhood. A few
others were “always be in a position to take care of yourself,” “no one is better than you,
and you are no better than anyone else,” “you work for what you want, don’t expect
anyone to give you anything,” “if there’s something you want in life, don’t stop until you
get it,” and my favorite “strive to be the best ’you’…you can be.” I believe in these
proverbs and share them with my children and others as situations permit. I have come
to understand and therefore emulate how my mother interacted with her children and
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family. Similarly, everything I saw my mother experience and the lessons she taught me
all played a positive and significant part in my post-secondary aspirations.
My overall education and career aspirations were influenced by my upbringing
and environment. However, the lack of advisement from my high school counselor
influenced my education and career choice more significantly than being an
underprivileged African American student of parents with no college experience. So, why
did I not receive the same treatment as other students? I thought one of the duties of high
school counselors was to assist all students with college preparation.
My parents expected me to go to college after high school. Which college I
would attend and who would pay for it were questions that remained unanswered before,
during, and after high school graduation. Like some first-generation African American
college students from underprivileged backgrounds, I chose a career based upon job
security and a high salary; these were two attributes missing in my parents’ job choices.
So, when did I realize my counselors had the choice to assist me with the college
process? When did I know that my counselors had failed me? The answer is during my
high school graduation ceremony in May, 1989.
In the Mid-South Coliseum, I sat patiently during the ceremony, becoming
increasingly excited as fellow classmates’ names were called. John Doe was awarded a
full four-year college scholarship to The University of Memphis worth $30,000. Jane
Smith was awarded a four-year college scholarship to Rust College and to UT Knoxville,
plus a $10,000 scholarship from Delta Sigma Theta Sorority. Wow! Her collective
award totaled almost $200,000. Over and over, classmates' names and their
corresponding awards were announced. I became confused and even more concerned
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about my future plans. I was graduating without any source of financial aid other than
state funding and federal loans which had to be repaid. My anxiousness and excitement
immediately turned into worry and anger. I felt overlooked and neglected! It was not
fair that counselors encouraged and assisted some students and not others. I recalled
thinking, “I would make a better counselor than my high school counselor.”
Despite the lack of interaction and advising from my high school counselor, I
achieved my career goal of becoming an accountant by obtaining two Associates Degrees
in Computer and Business Accounting from State Technical Institute at Memphis and a
Bachelor of Science degree in Accounting from Christian Brothers University. I worked
continuously as an accountant for over 10 years; however, changing jobs every two to
three years became a pattern. I began questioning myself. I felt unfulfilled and needed to
find my purpose in life.
Finally, my purpose was revealed after becoming a Youth Director at my church
and founding a non-profit youth ministry, Finding the You Inside (FYI). Guiding the
spiritual, educational and personal growth of youth provided a refreshing inner
fulfillment which led to a new career aspiration, counseling. Shortly after understanding
my purpose in life, I returned to school, obtained a Master’s Degree in Liberal Studies
with a concentration in Early Childhood Development, and an Education Specialist
Degree in School Counseling from The University of Memphis. I am now a Licensed
Professional School Counselor and a National Certified Counselor in the State of
Tennessee and working towards completing a Doctor of Education Degree in
Counseling. Consequently, I realize that my natural resourcefulness was not only a
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learned behavior, but came from a desire to ensure students, like myself, never felt left
out, ignored, or overlooked.
I felt my high school counselor was biased because it appeared only the athletes,
cheerleaders, and honor students received guidance. The treatment I received from my
counselor, or the lack there of, increased my growing passion to work with other students
who shared my background. Seeing friends who were not given the same resources and
opportunities at their schools that were offered at optional schools bothered me. That is
why I am passionate about ensuring that any youth who lack vocational, education,
and/or financial guidance at home, church or at school are afforded the same resources
as other students.
One day, my husband sat me down and listed everyone I had encouraged to
enroll in college or stay in school or change careers to purse their dream job. He saw
the gift and passion I had for helping others when it was not apparent to me. Reflecting
on my life's journey posed another unanswerable question: Would it have taken almost
25 years, three different colleges and six degrees for me to choose a fulfilling career as a
counselor if I had received helpful advice from my school counselor regarding postsecondary options and opportunities?
The familial and cultural proverbs learned throughout my life have positioned me
to be resourceful and a resource for others. My upbringing, experiences, and
resourcefulness have helped focus my research toward identifying resources and
information that would build counselor-student relationships. When considering my
researcher subjectivity as a first-generation African American college student who has a
negative attitude toward my high school counselor, I must try hard not to impose my
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personal feelings and thoughts upon the study participants by being reflexive throughout
the study.
Background and Context
Within the United States, first-generation college students are disproportionately
students of color. They are more likely to be from lower income families compared with
their peers whose parents have some experience in college (Gibbons & Shoffner, 2004).
Milner (2012) states that these students were often portrayed in a negative and inadequate
manner and as victims with very little hope. For example, descriptors such as
“disadvantaged,” “oppressed,” “marginalized,” and “at risk” were used to describe
African American college students rather than the unequal systemic and structural
realities of students (Milner, 2012). Despite the socioeconomic status and negative labels
attached to first-generation African American college students (FGAACS), school
counselors are expected to advocate on behalf of these students and help them reach their
post-secondary aspirations. For this reason, school counselors can begin the process by
making themselves accessible to potential FGAACS.
According to Chapman and DeMasi (1991), under-privileged African American
students receive less interaction with their high school counselors, and are less likely to
receive advice, encouragement, or assistance than their White peers (Linnehan, Weer, &
Stonely, 2011). Therefore, it is urgent that positive counselor-student relationships are
established with potential FGAACS because students’ decisions to pursue post-secondary
education strongly rely on the information provided by parents, teachers and school
counselors (Linnehan et al, 2011; Muhammad, 2008). In contrast to Chapman (1991),
two research studies indicated that African American students meet with school
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counselors more frequently than White students; however, African American students are
still not enrolling into post-secondary institutes at the rate of White students (Bryan,
Holcomb-McCoy, Moore-Thomas, & Day-Vines, 2009; Zhang & Smith, 2011). In fact,
school counselors are an important source for potential FGAACS. School counselors can
assist and support students’ post-secondary aspirations by providing college resources.
To better understand the experiences of FGAACS, and whose post-secondary
aspirations were impacted by their high school counselor’s words, I used a critical race
theoretical perspective which serves to scrutinize how oppression, race, and the use of
words affect FGAACS (Huber, 2010). Muhammad (2008) believes engaging the critical
race perspective empowers the voice of FGAACS allowing them to tell their story.
Statement of Problem
Educational policy makers stress the need for an increase in the number of United
States students acquiring post-secondary education due to the forecast of more available
jobs in the future requiring qualified degreed people to fill them (Mckillip, Rawls, &
Barry, 2012; Tierney et al., 2009). Regrettably, many high school students do not
successfully transition from high school to post-secondary schools. In 2004, 92% of U.S.
high school seniors planned to continue their education after high school; however, in
2009, only 31% of 25 to 29 year olds had obtained a bachelors degree or higher (Mckillip
et al., 2012).
According to Owens, Lacey, Rawls, and Holbert-Quince (2010), approximately
27% of all high school graduates in the United States are considered first-generation
college students. Nevertheless, first-generation students often have lower post-secondary
aspirations than second and third generation students (Saenz, 2007). Lower post-
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secondary aspirations among African American college students can be attributed to the
students’ lack of information about college planning and the college process (Owens et
al., 2010; Saenz, 2007). Some of these students are unaware of the need to plan for
college, or do not understand how to plan because their parents are unfamiliar with the
college process. For this reason, it is vital that school counselors be available to meet
with potential FGAACS, use supportive words when speaking with them, and to provide
the essential college information to students and their parents.
Additionally, research indicates that potential FGAACS are less likely to receive
advice, encouragement or assistance from their high school counselor (Linnehan et al.,
2011). The lack of guidance received from counselors, and/or the words spoken by
counselors can produce negative attitudes toward counselors; this negativity can
ultimately impact first-generation African American college students’ post-secondary
aspirations.
Purpose of Study and Research Questions
The purpose of this critical race narrative inquiry study is to understand and
illuminate FGAACS’ perceptions of the impact their experiences with high school
counselors had on their post-secondary aspirations. To describe and analyze the
phenomenon, the following research questions were addressed:
1) What were first-generation African American college students’ experiences with
their high school counselor?
2) How did students perceive their high school counselor’s advice, encouragement,
discouragement and personal interaction?
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3) How did students’ experiences and perceptions of the counselor’s advice,
encouragement, discouragement and personal interaction impact their postsecondary aspirations?
Definition of Terms
For the sake of clarity, it is necessary to define my use of terms. In this study, the
following definitions apply:
• African American is defined as United States citizens who are non-Hispanic and
classified as “Black or African American” by the US Census Bureau. For this study,
student are considered African American if they self-identify as African American or
Black (“Black or African American Populations,” n.d.).
• Aspiration is defined as intrinsic ambitions of achieving something (University of
Maine, 2006).
• College is defined as any post-secondary education leading to a degree (i.e.,
associate’s or bachelor’s degree).
• First-generation college students are defined as students whose parents have not
attended college and/or have not earned a college degree.
• Post-Secondary Education is defined as education received beyond high school
graduation (i.e., attending a 2-year community college, or a 4-year college or
university).
• Racism is defined as a system of practices that lead to the mistreatment or oppression
of one group by another. Racism is identified as individual, institutional, structural,
and symbolic (Collins, 1993; Ladson-Billings, 1998).
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• Voice is defined as a shared unique individual experience of a person or persons in
their own words from their perspective.
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Chapter 2
Review of Literature
Although first-generation African American college students may meet with
school counselors to talk about college preparation, there is very limited research about
how school counselors’ advice, encouragement, discouragement and personal interaction
influence students’ post-secondary aspirations (Alexitch, Kobussen, & Stookey, 2004;
Bryan et al., 2009). Additionally, research concerning African American high school
students’ interactions with school counselors is scattered and inconclusive (Cooper &
Liou, 2007; Johnson, Rochkind, & Agenda, 2010; Pham & Keenan, 2011). Following is
a review of the literature about the evolution of school counseling, school counselors,
school counselors’ use of words, first-generation students, African American students,
critical race theory and critical race theory and words.
Evolution of School Counseling
School counseling is a professional field that encompasses a wide range of
activities and services geared toward helping students to understand themselves, their
school environment, their problems, and how to make good decisions and choices (The
American School Counseling Association (ASCA, 2012; Sears & Granello, 2002).
However, this has not always been the case. In the early 1900s, schools gave teachers the
responsibilities of addressing the personal, social and career development of students
(Schmidt, 1999), even though their role and function had yet to be developed and
implemented within the educational system.
The development of school counseling began at the turn of the twentieth century;
although, the foundation of counseling and guidance principles have been traced back to
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the ancient Greek and Roman philosophical teachings of Plato and Aristotle. In the
United States, the development of guidance and counseling began in the 1890s with the
social reform movement (Erford, 2013). This movement dealt with the outrage of people
living in urban slums, sought to eliminate the exploitation of children, and provided them
with direction and knowledge of work (Romano, Goh, & Wahl, 2005). One outcome was
the education and vocational guidance movement which was concerned with guiding
people into the workforce to become productive citizens. Frank Parsons, John Dewey,
and E.B. Williams are a few of the notable contributors to the education and vocational
movement and the emergence of the profession of school counselors.
1908 to 1920s. In 1908, Frank Parsons, who is referred to as the “Father of
Vocational Guidance,” founded the Bureau of Vocational Guidance “(to assist young
people) through expert counsel and guidance, in the selection of a vocation, the
preparation for it, and the transition from school to work” (Parsons, 1909, p. 4 as cited in
Wilson, 2013). In 1913, he established the National Vocational Guidance Association to
help professionalize and increase the number of guidance counselors (Erford, 2013;
Lambie & Williamson, 2004). The additional counselors were teachers appointed to
absorb the added responsibilities in place of their regular teaching responsibilities.
1920s to 1940s. In 1920, John Dewey introduced the cognitive developmental
movement. This movement focused on how people moved through hierarchical stages of
development that were unique and separate. He stressed the importance of the school’s
role in promoting students’ cognitive, personal, social, and moral development (Lambie
& Williamson, 2004; Mobley & Myers, 2010).
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In the 1930s, E. G. Williamson developed the first guidance and counseling
theory called The Trait and Factor Theory. His theory emphasized a directive and
counseling-centered approach which emphasized that every person had a unique set of
traits generated by their interests, values, abilities and personality characteristics (Wright,
2011). These traits could be used to identify and profile an individual’s potential.
Moreover, Williamson believed every occupation included factors that were required for
individuals to be successful in performing that job (Romano et al., 2005; Schmidt, 1999;
Wright, 2011). Prior to the 1930s, counseling literature focused on testing, vocations,
cumulative records and placement functions. There were no discussions about how to
structure counseling programs to fit the individual needs of clients particularly in the
school setting.
In the 1940s, Carl Rogers, the “Father of Counseling,” and the creator of clientcentered therapy, made a big impact on the development of the counseling profession,
modern counseling approaches and on school counseling (James & Gilliland, 2003;
Lambie & Williamson, 2004; Romano et al., 2005). Rogers generated the idea of
providing individual counseling within schools (Lambie & Williamson, 2004). His
theory emphasized minimizing counselor advice-giving and stressed the importance of
the counselor-client relationship, and allowing the client to remain in control of the
counseling content (Gladding, 2001; James & Gilliland, 2003). As a result, guidance
programs were created to help teach children, adolescents and adults about different
career options, and to teach them about personal relationships and developing their values
(Schmidt, 1999).
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1950s to 1960s. During the 1950s, the school counselor population remained
relative small and struggled for profession recognition. In 1952, the American School
Counselor Association (ASCA) was founded to advance the professional identity of the
school counselor giving the profession credibility (Romano et al., 2005). In 1957, the
Union of Soviet Socialist Republics launched the space satellite Sputnik which
inadvertently advanced the development of professional school counseling (Lambie &
Williamson, 2004; Romano et al., 2005). As a direct response, the National Defense Act
of 1958 was enacted, and had the greatest direct impact on the school counseling
profession in the history of the profession (Romano et al., 2005). The legislation primary
goal was to identify and promote the development of students with high aptitudes in the
areas of math and science. It also allocated funding to high schools and universities to
develop and upgrade school counseling programs, and to train school counselors (Lambie
& Williamson, 2004; Romano et al., 2005). In 1959, James Conant suggested that
schools implement a ratio of 1 school counselor for every 250 students. This ratio is
rarely achieved even though it is still cited as ideal for schools (Romano et al., 2005).
During the 1960s, the newly formed profession of school counseling needed to
define and establish specific roles and function of the school counselor. Since many
school counselors were previous teachers with inadequate school counselor training and
undefined roles, they were given quasi-administrative duties to perform; thereby,
initiating the continued confusion about the school counselor’s role (Romano et al.,
2005). In 1965, President Lyndon B. Johnson enacted the Elementary and Secondary
Education Act (ESEA) as a part of the Johnson Administration’s War on Poverty
campaign. The law’s purpose was to improve educational equity for minority students
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from low socioeconomic backgrounds by providing federal funding to urban school
districts. In 1969, the Guidelines for Graduate Programs in the Preparation of Student
Personnel Workers in Higher Education were developed (Mobley & Myers, 2010).
1970s to 1990s. In the early 1970s, the developmental guidance movement was
introduced in an effort to reorganize school counseling around a Comprehensive School
Guidance Curriculum Program (CSCP). This program and services included, “defining
goals and objectives, assessing student’s needs, aligning services within the school’s
curriculum, coordinating student services, and evaluating results” (Schmidt, 1999, p. 17).
School counselors served as consultants and collaborators to teachers and parents,
provided students with individual and group counseling, and assessed students’ academic
achievement (ASCA, 2008; Lambie & Williamson, 2004; Owens, Stewart, & Bryant,
2011; Romano et al., 2005; Schmidt, 1999). In 1973, the Association of Counselor
Educators and Supervisors (ACES) outlined the criteria for a master’s degree in
counseling, and approved the requirements for a doctoral degree in counseling in 1977
(Mobley & Myers, 2010).
In 1981, the Council for the Accreditation of Counseling and Related Educational
Programs (CACREP) was established to safeguard the standards of school counselor
training programs masters and doctoral, and to evaluate the status of colleges preparing
professional counselors (Erford, 2013; Wright, 2011). Towards the end of the 1980s and
during the progression of the 1990s, the requirement for school counselors to have a
teaching background was disappearing (Roman et al., 2005). Lambie and Williamson
(2004) suggested that the requirement be eliminated because professional competence
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was related to the counselor’s maturity level, personal qualities, clinical supervision and
quality of professional preparation, and not according to teaching experience.
In 1994, President Clinton signed into law the School-to-Work Opportunities Act
that provided funding to help schools with their career planning programs in an effort to
increase the likelihood that students would successfully transition from high school to
post-secondary education (Lambie & Williamson, 2004). The Wallace Foundation, along
with The Education Trust of Washington, DC, launched the Transforming School
Counseling Initiative (TSCI) in 1998. TSCI goal is to improve the professional training
of graduate students and practicing counselors, and to close achievement gaps of lowincome students and students of color by providing appropriate academic and career
development, and by improving counseling services in low-achieving public schools
(Seashore, Jones & Seppanen, 2001; “School Counseling Reform,” n.d.; “History of
TSCI,” n.d.).
2000s to Present. The school counseling profession continued to see many
stages of transition during the 20th century. Lambie and Williamson (2004) reported that
“During the early 20th century, the focus was vocational guidance, assessment, and
academic placement; during the midpart of the century, providing personal and social
counseling services while promoting students' holistic development was incorporated;
and toward the end of the century, special education services, consultation, coordination,
and accountability duties were integrated” (p. 4).
In 2002, President George W. Bush reauthorized the Elementary and Secondary
Education Act (ESEA) and renamed it the No Child Left Behind Act of 2001 (NCLB).
However, the law’s original goal–to improve educational equity for students from lower
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income families by providing federal funds to school districts serving poor students
remained intact (U.S. Department of Education, 2001). Since NCLB, the school
counseling profession has worked to address the call for educational accountability by
introducing a national school counselor model.
In 2003, the American School Counseling Association (ASCA) published the first
National Model for School Counseling. The model was created to offer school
counselors a framework to build, implement and evaluate school counseling programs.
The revised third edition of the ASCA National Model: A Framework for School
Counseling Programs was published in 2012.
In 2014, President Barack Obama announced his Increasing College Opportunity
for Low-Income Students initiative which aimed to help and encourage more low-income
and underrepresented minority students to apply, enroll, and complete college
(“Increasing College Opportunity,” 2014). In a response to the initiative, universities are
making commitments to offer free resources to public high school counselors. The
National Association for College Admission Counseling will also offer additional
training to school counselors to help guide students and their families on the path to
college (“Fact Sheet,” 2014; “Increasing College Opportunity,” 2014).
The history of school counseling continues to evolve as more students, parents,
teachers and other stakeholders learn about the changes in the profession, and as
elementary and post-secondary school counselors develop as they implement a
comprehensive school counseling program designed to assist students in reaching
academic, career, and personal/social goals.
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School Counselors
Counselors cannot assume that all college-bound youth are the same, and the
evidence is clear that students in urban schools require specific skills,
information, and direction that other college-bound students may already possess.
(Lent, Brown, & Hackett, 1994, as cited in Gibbons & Shoffner, 2004, p. 93)
A school counselor is defined as
A highly trained educator in pre K-12 settings who uphold ethical and
professional standards to design, implement and manage comprehensive,
developmental, results-based school counseling programs that promote and
enhance student success. They are certified or licensed professionals who possess
a master’s degree or higher in school counseling, or a substantial equivalent, meet
the state certification/licensure standards, and abide by the laws of the states in
which they are employed. (ASCA, 2008, p. 1)
School counselors are expected to provide proactive leadership to ensure all students
succeed and are prepared to achieve their post-secondary aspirations. Additionally, they
are responsible for addressing and removing barriers to post-secondary education for
potential first-generation African American college students, and enabling them to gain
the academic, social and cultural skills to obtain entrance into college (Reid & Moore,
2008; Tierney et al., 2009). These authors highlight the duties of school counselors that
should be used to help motivate, encourage and inspire all students to aspire to higher
education.
Between the 1960s and 1990s, research studies identified school counselors as
“gatekeepers” who helped a privileged few access colleges (McKillip et al., 2012; Smith,
2011). Counselors acting in the role of gatekeepers were mandated to limit opportunities
for non-dominant and marginalized students (Bryan et al., 2009; Smith, 2011). In this
role, school counselors had the power to influence students’ post-secondary aspirations
either positively or negatively and at their discretion. Pham and Keenan (2011) and
Smith (2011) reported that student contact with a counselor has significant positive
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effects on whether students aspire to attend college. Empirical research conducted by
Alexitch et al. (2004), which examined the type of information provided to students by
their counselor and perceived importance and usefulness of the advice, showed that only
33 students reported meeting with a counselor to discuss college; 27 students had not met
with a counselor; 14 students had not discussed post-secondary education options; and
90.9% of students rated their counselor’s advice as useful.
According to the literature, there is a disconnect between school counselors and
students’ use of their services. O’Donnell and Logan (2007) conducted a study with 60
freshmen at a Midwestern university to investigate comparative attitudes about the
influence of school counselors. The results showed most students felt school counselors
were the least influential in their college preparation. They felt their parents, peers, and
teachers played the largest role. Obstacles hindering counselors’ influence on students
included: school counselors being overburdened and overwhelmed with rudimentary
tasks like registering new students, scheduling classes, or monitoring lunch periods
(Belasco, 2013; Owens et al., 2011), and students having insufficient access to counselors
due to high student-to-counselor ratio such as 457 to 1 (NCES, 2009). Reducing school
counselors’ non-counseling duties and hiring additional counselors for high enrollment
rates may improve college preparation.
School Counselors’ Use of Words
The use and power of words are recognized throughout the literature (Anderson,
2010; Conoley, 2008; Parks, 2007; Smith & Mack, 2006). According to Van Dijk (2006)
and Johnson et al. (2010), researchers who study language and its impact on racial and
ethnic cultures have discovered that school counselors’ words have the power to build or
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damage the counselor-student relationship, and to motivate, inspire, discourage, or break
the spirit of students; this ultimately impacts their future aspirations.
Howard’s (2003) qualitative study examining African American high school
students’ perceptions of their academic identities confirms Van Dijk’s (2006) position
that the dominant group (i.e., school counselors, educators) may use communication to
manipulate marginalized individuals within society and the institution of schooling (i.e.,
African American students) and persuade their thinking. In the study, an African
American student perceived the counselor’s words to mean she was not college material
which caused her to feel defeated; the student no longer considered attending college as
an option because of her counselor’s advice. As shown in the reaction of the student,
school counselor’s choice of words and lack of expectation for students may discourage
students from applying to and attending college (Bryan et al., 2009; Gibbons & Shoffner,
2004; Holcomb-McCoy, 2007).
School counselors have the power to use their words to help build a trusting and
positive relationship with students. Hipolito-Delgado and Courtland (2007) found that
through a shared counselor-student relationship school counselors can actively facilitate
the empowerment of students. Moreover, school counselors should use their words to
empower – encourage students to identify their strengths and improve their usage of
school counseling resources; instill resilience – teach students how to cope with and
recover from failure and disappointment; and strengthen students’ level of perseverance –
not to give up despite difficult times (Scheel, Madabhushi, & Backhaus, 2009). When
school counselors employ empathic, caring, and sincere words to show students they
believe in them, the counselor-student relationship strengthens and students’ post-
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secondary aspirations are positively impacted. In a qualitative study, Owens et al. (2010)
explored urban African American males’ perceptions of their school counselors and the
quality of school counseling services. The results of the study showed that nine out of
ten participants expressed positive perceptions of their high school counselor (Owens et
al., 2010).
Scheel et al. (2009) found that counselors’ encouraging words, via strengthoriented strategies (i.e., using the student’s strengths) helped students to feel important
and to visualize a more positive future. Howard (2003) conducted a qualitative study to
address the academic identities and post-secondary aspirations of low-income African
American students who attended two different urban high schools. The result of the study
revealed that school counselors did in fact influence students’ post-secondary educational
aspirations. Despite the vast reports of students who felt that their counselor provided
helpful advice, students who reported their interaction with the counselor as unhelpful
were less likely to have high post-secondary education aspirations (Johnson et al., 2010).
For example, during a focus group interview in Howard’s (2003) study, one student
shared how her school counselor discouraged her from enrolling in college preparatory
courses. The student’s perception of the counselor’s discouraging words may directly
effect her aspirations to attend college.
Bryan et al. (2009) suggested that school counselors be mindful of the covert and
overt messages they send to African American students. These students needed their
counselor’s support and encouragement more than White students because they tend to
receive less encouragement and support from their parents, peers and family members.
Therefore, it is not only imperative for counselors to understand the impact their words
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have on potential FGAACS’ college goals, but they should strive to create a counseling
environment and relationship that nurtures each student’s confidence concerning his/her
post-secondary aspirations.
First-Generation Students
First-generation students are by no means a homogenous group; rather, their
educational journeys represent an intricate juncture of place, aspiration, and
access to American higher education. These students have complex identities,
making them hard to pigeonhole. They are more often than not students of color,
immigrants, and they come from lower socioeconomic backgrounds. They all do
not have the same story, but aspects of their narratives weave together to form a
pattern reflecting both the richness they bring to campuses and the obstacles they
encounter in academia. (Jehangir, 2010, p. 2)
Characteristics. The most common definition of first-generation students refer
to those who are the first in their family to attend college or students whose parents have
not attended college and/or have not earned a college degree. Gibbons and Borders
(2010) and Nuñez and Cuccaro-Alamin (1998) definition of first-generation students
includes those whose parents’ highest level of education completed is high school or less.
According to the National Center for Educational Statistics (NCES, 2007), firstgeneration college students are students who are the first in their family to pursue
education beyond high school. For the purpose of this study, first-generation college
students are defined as students whose parents have not attended college and/or have not
earned a college degree (Engle, 2007; Engle, Bermeo, & O’Brien, 2006; Gibbons &
Shoffner, 2004; Gofen, 2009).
First-generation students are more likely to come from low-income families and
minority backgrounds, and attend a public high school in an urban school district
(Jehangir, 2010). Forty-two percent of first-generation students who were dependent on
their family’s income were in the lower income quartile (less than $25,000 per year)
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compared to 22% of students whose parents had some college education and 18% of
students whose parent had a bachelor’s degree (Choy, 2001; Engle & Tinto, 2008). Firstgeneration students are more likely to have lower academic achievement, including lower
ACT/SAT scores and GPAs; they are less likely to have taken Advanced Placement (AP)
classes, and are much less likely to aspire for post-secondary education than non-firstgeneration students (Coffman, 2011; Engle et al., 2006; Gibbons & Borders, 2010;
Gibbons & Shoffner, 2004; Prόspero & Vohra-Gupta, 2007). For example, less than half
(47%) of first-generation students enrolled in any post-secondary institution a year after
graduating high school compared to 85% of non-first-generation students (Engle et al.,
2006). Engle and Tinto (2008) found that about 24% of all students enrolled in postsecondary education were first-generation students, and approximately 75% of these
students started college in two-year institutions. Those who attended four-year public
and private colleges made up about 18% and 16% of the population, respectively, where
by, their peers made up 54% of the student body (Jehangir, 2010). While these numbers
show an increase in first-generation students aspiring to post-secondary education, they
are still disproportionately represented in two-year institutions (Engle, 2007).
Post-Secondary School Aspirations
As early as the eighth grade, first-generation students have low expectations about
the highest level of education they will receive (Choy, 2001; Engle, 2007). By the 12th
grade, only about half (53%) of first-generation students expect to earn a bachelor’s
degree compared to almost 90% of students of non-first-generation students (Engle,
2007). This may be due to students’ not receiving information about college options, the
college process, and the availability of resources. Bryan et al. (2009) and McCarron and
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Inkelas (2006) show parental encouragement and support as the most significant factor
affecting students’ aspiration and enrollment into college. Sadly, first-generation
students tend to receive less encouragement and support from their parents to attend
college (Gofen, 2009; Hodge & Scholar, n.d.). Parents of first-generation college
students may not be aware of the necessary requirements needed for college preparation
and enrollment, including ACT/SAT deadlines, financial aid applications, or academic
requirements (Engle et al., 2006; Gofen, 2009; McCarron & Inkelas, 2006).
Additionally, they may not be knowledgeable of the social and economic benefits of their
student attending college and obtaining a college degree (Bryan et al., 2009). Also,
parents of potential first-generation college students may work multiple jobs, making it
difficult for them to provide the academic support that could benefit their child.
Potential First-Generation College Students and School Counselors
Research suggests that school counselors can have a positive impact on potential
first-generation students’ college aspirations and choices (Bryan et al., 2009). While
potential first-generation college students (PFGCS) are more likely to be influenced by
their school counselors, they are 1) least likely to have school counselors, 2) more likely
to have unqualified or unprepared counselors, and 3) most likely to have counselors
overburden with non-counseling-related duties than non-first-generation college students
(Bryan et al., 2009; McKillip et al., 2012; Welton & Martinez, 2013). Regardless of the
counselor’s other responsibilities, it is vital that counselors strive to assist students with
college preparation. Bryan et al. (2009) found that students who perceived that the
school counselor expected them to pursue post-secondary education were more likely to
seek college information from their counselor than those who perceived that the
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counselor expected them to pursue other options like trade school or the military. When
school counselors’ advise PFGCS to choose an alternate post-secondary aspiration, their
words may deter students’ from seeking college counseling. This may be especially
detrimental for potential FGAACS for whom the counselor is a primary source of college
resources and information (Bryan et al., 2009; Welton & Martinez, 2013).
African American Students
The term African American refers to an ethnic group of people who portray a
wide-range of diversity among and between them. They possess a shared history of
spiritual grounding, tenacity, and resilience through some of the most horrendous
experiences human beings have had to endure (Milner, 2012). Historically, this group of
people has endured being called a nigger, doused with water, bitten by police dogs and
hit with batons by police officers during sit-ins and marches geared towards gaining
educational, governmental and social equality.
Academic literature portrays African American students from a deficit
perspective, seeing them as victims with little or no aspirations (Milner, 2012). For
instance, students are labeled “disadvantaged,” “oppressed,” “marginalized,” and “at
risk” in the education system (Milner, 2012); as a result, these labels follow them
throughout high school and into college. Apart from the negative labels attached to
African American students, school counselors are expected to provide pre-college
counseling, financial aid assistance and other college preparation resources. They should
use positive words to encourage and support students’ post-secondary aspirations. This is
especially true since research shows that African American students are more likely to
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contact the school counselor for college information than White students (Bozick &
DeLuca, 2011; Bryan et al., 2009; Zhang & Smith, 2011).
African American students are a historically marginalized group that face
challenges in college access (i.e., limited college resources, misinformation and lack of
support) and in their quest to achieve college admittance (Bryan, Moore-Thomas, DayVines, & Holcomb-McCoy, 2011; Muhammad, 2008; Zhang & Smith, 2011). Even
though the college enrollment rates for both White and African American students are
increasing, African American students are still enrolled at significantly lower rates
(Zhang & Smith, 2011) (Table 1).
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Table 1
Percentage of Undergraduate College Enrollees
Ethnicity
Year
Percentage of Enrollees
Whites
2005
68%
2008
66%
2011
63%
*
2014
62%
African Americans
2005
13%
2008
14%
2011
15%
*
2014
16%
Hispanics
2005
11%
2008
12%
2011
15%
*
2014
15%
Asians
2005
7%
2008
7%
2011
6%
*
2014
6%
Source: Aud, Fox, & KewalRamani, 2010; Aud et al., 2013
* Projected percentages

Table 1 shows a college enrollment gap of 55% between White and African
American students. Specifically, in 2005, 68% of all undergraduate college students in
the United States were White while only 13% were African American. Six years later, in
2011, the percentage of White students enrolled in a post-secondary institution decreased
slightly from 68% to 63%, and increased from 13% to 15% for African Americans, but
an enrollment gap of 48% remained. It is projected that the rate of White students in
undergraduate college will decrease to 62% by 2014; however, the percentage of African
American students in undergraduate college is expected to increase to 16% by 2014. The
college enrollment gap between White and African American students is projected to be
46% by the year 2014 which is the lowest between 2005 and 2014. The narrowed gap is
mainly due to the decrease in the number of White students who will enroll in a post-
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secondary institution. Nevertheless, it should be noted that a minute portion of the
decrease can be attributed to more African Americans enrolling in post-secondary
institutions.
According to Bryan et al. (2009), only 32% of African American high school
graduates, between the ages of 18 to 24, were enrolled in post-secondary education
compared to 42% of Whites. The low percentage of African American students enrolling
in college may be influenced by the students’ perception of their counselors’ advice,
discouragement and/or lack of counselor-student interaction. Therefore, school
counselors should be mindful of the messages they send to students concerning their
college readiness and abilities, and be vigilant in creating a counseling environment that
nurture students’ post-secondary aspirations (Bryan et al., 2009).
Critical Race Theory
The conceptual and theoretical framework for this study is critical race theory
(CRT). CRT began as a movement for scholars committed to examining, challenging,
and transforming how race, racism, and power operated to maintain systems of White
power within the United States (Crotty, 1998; Matsuda, Lawrence, Delgado, &
Crenshaw, 1993; Patton & Catching, 2009). Originating in the legal field, CRT was a
way to address laws, practices, and policies that disadvantage African Americans while
advancing Whites (Delgado & Stefancic, 2001; Patton & Catching, 2009). Although
CRT was mostly used in legal research, during the mid-1990s, its influence began to
expand into the area of education (Ladson-Billings, 1998). CRT is used in education to
acknowledge race and racism in society while challenging dominant ideologies such as
racial oppression (Dixson & Rousseau, 2005; Patton & Catching, 2009). CRT
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researchers position race, racism and power in an historical and interdisciplinary context
to promote strategies that dismantle systems of oppression while simultaneously
empowering oppressed groups (Patton & Catching, 2009). Hence, the goal of CRT is to
expose what is taken for granted when analyzing race and privilege, along with the
patterns of exclusion that exist in today’s society (Hiraldo, 2010). In summary, CRT is
interdisciplinary, incorporating traditions and scholarly perspectives to advance and give
voice for the pursuit of racial justice.
Critical race theory was introduced in the mid-1970s as a response to the failure
of Critical Legal Studies (CLS) to adequately address race and racism in the United
States. The development of CRT was constructed through the efforts of Derrick Bell,
Alan Freeman, and Richard Delgado (Dixson & Rousseau, 2005; Ladson-Billings, 2009;
Ladson-Billings & Tate, 2006). These theorists worked to change the way individuals
viewed racism, race and power, and focused on the direct effects of race and racism and
how to bring change that would implement social justice (Delgado & Stefanicic, 2001;
Dixson & Rousseau, 2005; Solόrzano & Yosso, 2002).
According to Morris (2006), Gloria Ladson-Billings and William F. Tate IV were
credited with introducing CRT to the field of education with their 2006 article “Toward a
Critical Race Theory of Education.” Since then, CRT has been growing into a powerful
theoretical and analytic framework within educational research (Dixson & Rousseau,
2005). While there are multiple definitions for CRT, many researchers agree upon the
centrality of five basic tenets.
The first tenet, the permanence of racism, asserts that racism is a normal part of
American life and is difficult to recognize, address or eliminate (Harper, Patton, &
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Wooden, 2009; Hiraldo, 2010; Ladson-Billings & Tate, 2006; Solόrzano & Yosso, 2002).
The permanence of racism suggests that racist hierarchical structures oversee all
economic, political and social domains; thereby, allocating the privileging of Whites and
the subsequent Othering of African Americans in all areas, including secondary education
(DeCuir & Dixson, 2004). Othering is the concept of perpetuating prejudice,
discrimination, and racism toward a person, group or community; “us” against “them”
(MacQuarrie, 2010). Critical race theorists assert that racism has four dimensions: (1) it
can manifest as micro- and macro- aggressions; (2) it takes on institutional and individual
forms; (3) it has covert and overt elements; and (4) it has a cumulative impact on both the
individual and group (Solórzano, 1997).
According to Patricia Hill Collins (1993), race, class, and gender are distinctive
yet interlocking structures of oppression. She separated racism in the form of oppression
into three levels: the institutional, the symbolic, and the individual dimension of
oppression (Collins, 1993). Institutional oppression is represented by systemic
relationships of domination and subordination structured through social institutions such
as schools. This level of racism is often obscured with ideologies claiming equal
opportunity for all, in reality racism, classism, and sexism place students in distinct
institutional roles with different degrees of inequality and privilege (Collins, 1993).
Symbolic oppression is comprised of ‘widespread, societally-sanctioned
ideologies used to justify relations of domination and subordination” (Collins, 1993, p.
32). This level of oppression addresses the social construction of how race, gender, and
class are perceived. Generally, society’s perception of what is masculine (i.e., leader,
rational, and strong) and what is feminine (i.e., follower, emotional, and weak) usually
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only reflects the qualities of white middle or upper class people-the dominant group.
“Symbolic images applied to different race, class, and gender groups interact in
maintaining systems of domination and subordination” (Collins, 1993, p. 33). Finally,
the individual level of oppression is the result of the institutional and the symbolic
dimension of oppression. Specifically, each person’s identity and life is impacted by the
socially-created and perpetuated classifications; and, individual’s choices carry a certain
level of political importance (Collins, 1993).
Structural racism is embedded in the customs and practices of school systems
through subtle and often undetected messages or actions of the dominant group
(Blaisdell, 2005; Matsuda et al., 1993; Solórzano, 1997). For instance, during the 1960s
and 1970s, school counselors were seen as gatekeepers to college enrollment. They
selected and steered low performing students away from four-year institutions
(Rosenbaum, Miller, & Krei, 1996); they did not share adequate college advice, and were
frequently unavailable to help students with college planning (Vela-Gude et al., 2009).
Current literature depicts similar gatekeeping behavior. Welton and Martinez (2013)
reported that school counselors in urban public school systems favored high academic
achievers and athletes over marginalized students, and offered them more pre-college
counseling. Additionally, Ladson-Billings (1998) asserts that inequality in school
funding is a function of institutional and structural racism; and is probably the most
identifiable depiction of inequity and racism within school systems.
The second tenet, the challenge to dominant ideology, challenges the traditional
claims of secondary schools to objectivity, meritocracy, colorblindness, race neutrality,
and equal opportunity. CRT reveals how the dominant ideology of color-blindness and
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equal opportunity act as a camouflage for the self-interest, power and privilege of
dominant groups in American society (Solόrzano & Yosso, 2002; Yosso, 2006).
The third tenet, interest convergence, acknowledges White people as being the
ones who benefit most from the civil rights legislation (Hiraldo, 2010; Ladson-Billings &
Tate, 2006). African Americans were provided only basic rights in the early civil rights
laws; rights that had been enjoyed by Whites for centuries (DeCuir & Dixson, 2004). An
example of this is affirmative action. Ladson-Billings and Tate (2006) reported that
White women benefited the most from affirmative action because they potentially
supported households where White men and White children live. As a result, the laws
that were initially implemented to offer equal opportunity to African Americans would
only get passed through if the benefits of it converged with the self-interest of the
dominant (White) group.
The fourth tenet, the commitment to social justice, offers a liberatory or
transformative response to racial, gender, and class oppression, which aims to eliminate
racism, sexism, and poverty (Matsuda, 1991). Critical race theorists envision a social
research agenda that leads toward eliminating racism, sexism, and poverty while
simultaneously empowering the subordinated minority groups (i.e., potential FGAACS)
(Dixson & Rousseau, 2005; Solόrzano & Yosso; 2002).
The fifth tenet points to the importance of storytelling and voice. Critical race
theorists are committed to giving voice to the unique perspectives and lived experiences
of African Americans (Delgado & Stefancic, 2001; Ladson-Billings, 1998). Employing
African American students to share their realities through stories is a way to empower
them. Although they may come from different contexts, African Americans have similar
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experiences of racism that structure their stories and allow for the use of the term voice
(Dixson & Rousseau, 2005). Thus, experiential knowledge or the “voice” (Harper et al.,
2009) of FGAACS is critical to understanding and evaluating problems of racial injustice
and inequality in the field of education (Harper et al., 2009; Ladson-Billings, 2000;
Matsuda et al., 1993). Acknowledging the validity of their “voices” and lived
experiences opens the door for CRT theorists to situate racism in a realistic perspective
and actively work toward eliminating it (Harper et al., 2009; Matsuda et al., 1993). For
the purposes of this research, these three tenets are the most salient and were used to
frame the study: the permanence of racism, the commitment to social justice, and the
importance of storytelling and voice.
Critical race theory in education provides a critical lens through which researchers
may expose the systems of oppression impacting students of color. For the purposes of
this study, CRT was used to understand the relationship between high school counselors
and potential FGAACS’ post-secondary aspirations (Harper et al., 2009; Yosso, 2006).
The systems of oppression that directly relate to the counselor’s role of gatekeeper
include: redirecting average or low performing potential FGAACS to vocational or
community colleges, and/or providing vague and inadequate college resources (i.e.,
financial aid, admission information) to these marginalized students (Rosenbaum et al.,
1996).
Critical Race Theory and Words
“Sticks and stones may break your bones, but words can never hurt you” is a
saying that many people have heard and/or used to soothe someone who felt hurt because
of hurtful words. According to Anderson (2010), this saying is 100% inaccurate because
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bones actually heal quite naturally. Consequently, hurtful words spoken with the tongue
may, and often do, have a lifetime impact on a person’s life. School counselors, teachers,
and school administrators should be aware of the power of words, and how they can
cause great damage to students’ spirit, self-confidence and aspirations (Smith & Mack,
2006). For instance, X and Haley (1965) illustrates how Malcolm X – an African
American Muslim minister and human rights activist – altered his aspiration of becoming
a lawyer based upon the words of his English teacher, quoted here:
Malcolm, one of life’s first needs is for us to be realistic. Don’t
misunderstand me, now. We all like you, you know that. But you’ve got
to be realistic about being a nigger. A lawyer – that’s no realistic goal for
a nigger. You need to think about something you can be. You’re good
with your hands - making things. Everybody admires your carpentry shop
work. Why don’t you plan on carpentry? People like you as a person –
you’d get all kinds of work. (X & Haley, 1965, p. 37)
Even though Malcolm X was one of the school’s top students, the teacher, along with the
school, felt it necessary to provide a curriculum to make him more proficient at manual,
as opposed to intellectual, labor which he was used to performing and to which Whites
would try to restrict him to in the future (Duncan, 2006; Harper, 2009). As is well
known, despite altering his plans of becoming a lawyer due to the racist words and advice
of his teacher, Malcolm X flourished as a Muslim Minister and Human Rights Activist.
Words are often used to discourage and hurt people. However, nonmaleficence –
the duty to do no harm, and beneficence – the duty to do good are two of the five guiding
ethical principles (ACA, 2014; Corey, Corey, & Callanan, 2007; Gladding, 2001) for
which the school counseling ethical standards are based. The principle of
nonmaleficence dictates that counselors do whatever possible to avoid engaging in
behaviors unintentionally and/or intentionally harmful. The principle of beneficence
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advises school counselors to engage in behaviors and actions that promote the best
interest of students who are most in need of support. These two principles are significant
mandates for school counselors when interacting with students and providing guidance
about their post-secondary aspirations (Corey et al., 2007). Therefore, school counselors’
should be careful not to deliberately nor inadvertently use words that may negatively
impact a student’s decision and aspiration to attend college; but they should use
empowering words and language.
Summary
Chapter 2 reviewed literature related to school counselors, first-generation
African American college students, and racism concerns in the form of oppression.
Literature included the historical evolution of school counseling; how school counselors
reveal inequalities against FGAACS through their words and behavior; and historical
findings concerning FGAACS. Additionally, chapter 2 provided detailed information on
Critical race theory as the theoretical basis for the study.
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Chapter 3
Methodology
This chapter outlines the entire research process of the current study. In the
sections that follow, I present a brief review of the literature, and the research design
which gives the rationale for choosing a qualitative research design. Next, I discuss the
data collection methods, trustworthiness, site setting and participant selection. The
chapter concludes with a detailed description of the data collection process, and a
discussion on data analysis.
The purpose of this study is to understand FGAACS’ perceptions of the impact
their experiences with high school counselors had on their post-secondary aspirations. In
addition, this study strives to enlighten school counselors about the potential power and
impact their words and interactions have on potential FGAACS’ post-secondary
aspirations. The literature reports African American students meet with school
counselors at a higher rate than White students do, but African American students have
lower college enrollment rates (Bozick & DeLuca, 2011; Bryan et al., 2009; Zhang &
Smith, 2011). Additionally, potential first-generation students have lower post-secondary
aspirations than second and third-generation students which are attributed to students’
lack of college-going information (Owens et al., 2010; Saenz, 2007). This phenomenon
can be a reflection of the type of advice, encouragement, discouragement and/or personal
interaction the students encounter with their high school counselors (Owens et al., 2010;
Saenz, 2007). More importantly, potential FGAACS’ college aspirations may be
impacted by the high school counselors’ words. Therefore, this study utilized a critical
race narrative inquiry to understand, critique and give voice to FGAACS.
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I engaged CRT as the framework for this study because in education it provides a
critical lens through which the systems of oppression impacting potential FGAACS can
be exposed (Harper et al., 2009; Yosso, 2006). Critical race researchers agree upon five
basic tenets: permanence of racism, the challenge to dominant ideology, interest
convergence, the commitment to social justice, and the importance of storytelling and
voice (Delgado & Stefancic, 2001; Harper et al., 2009; Hilraldo, 2010; Ladson-Billings,
1998; Matsuda, 1991; Solόrzano & Yosso, 2002; Yosso, 2006). For the purposes of this
research, the permanence of racism, the commitment to social justice, and importance of
storytelling/voice were used to frame the study.
Research Design
Research design is considered to be the entire process of research, starting with
the conceptualization of the problem and ending with writing the narrative (Creswell,
2007). The research design offers flexible guidelines concerning the research question,
the purpose of the study along with recommended strategies for answering the research
questions (Denzin & Lincoln, 2005). Additionally, a study’s research design outlines
how data is collected in the field which is known as primary data (Bryman & Bell, 2007).
The primary methods of data collection used in this study include semi-structured
interviews, reflexive data, and a participant demographic survey created specifically for
this study.
A qualitative design was selected for this study because it was the best
methodological choice for addressing the guiding research questions: (a) what were firstgeneration African American college students’ experiences with their high school
counselor?; (b) how did students perceive their high school counselor’s advice,
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encouragement, discouragement and personal interactions?; and (c) how did students’
experiences and perceptions of the counselor’s advice, encouragement, discouragement
and personal interaction impact their post-secondary aspirations? Furthermore,
qualitative research captures and helps to develop a greater understanding of the human
experience while allowing the participants the freedom to answer questions and express
their experiences, without constraints, in a natural setting (Denzin & Lincoln, 2005;
Riessman, 2008). This qualitative research used narrative inquiry to understand, critique
and give voice to FGAACS by allowing participants to share their unique personal
experiences through narratives.
Narrative Inquiry
Narrative inquiry is a method of qualitative research in which narratives are the
primary source of data (Ganesh, 2005). Researchers who utilize narrative inquiry are
interested in how a narrator or researcher assembles and orders events and uses language
and/or pictures to communicate meaning to readers (Riessman, 2008). For instance,
when the researcher stories and re-stories a narrative, for many researchers the goal is to
provide the reader with an account of the participant’s lived experience as accurately as
possible. Chase (2005) describes three types of narrative interviews frequently used to
elicit a participant’s experiences. The researcher may choose a short story about a
specific event in his/her life; a long story about a specialized time or event in his/her life;
or a story about his/her entire life. According to Riessman (2008) narratives refer to a
discrete unit of discourse, an extended answer by a research participant to a single
question; an entire life-story, shaped from interviews, observations and documents; or
extensive stories shared and developed over the course of single or multiple research
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interviews. For the purpose of this study, I used life-story narrative interviews which
were facilitated by a semi-structured interview guide.
Over the last several decades, narrative inquiry has been increasingly applied to
educational research (Bogdan & Biklin, 2003). It is a method that is useful in
understanding the experiences of historically marginalized students by obtaining rich
descriptions (Estrella & Forinash, 2007). Education researchers employ narratives to
counter majoritarian stories and to give voice to silenced groups which is an important
tenet of CRT. CRT is utilized in education to acknowledge race and racism in society
while challenging dominant ideologies such as racial oppression (Dixson & Rousseau,
2005; Patton & Catching, 2009). The use of narratives in conjunction with CRT allows
researchers an opportunity to investigate and promote strategies that dismantle systems of
oppression while simultaneously empowering marginalized groups (Patton & Catching,
2009). Employing FGAACS to share their realities through stories is a way to empower
them and give them voice (Dixson & Rousseau, 2005). Thus, the “voice” or experiential
knowledge (Harper et al., 2009) of FGAACS is critical to understanding and evaluating
problems of racial injustice and inequality in the field of education (Harper et al., 2009;
Ladson-Billings, 2000; Matsuda et al., 1993).
A narrative inquiry methodology allows researchers the opportunity to approach
the study without expectations and preconceived ideas about what participants might
disclose. Narrative researchers allow the stories to emerge freely. After the stories are
told, interpretations are formed and understandings emerge (Creswell, 2007). In the
current study, stories of former first-generation African American high school students
were analyzed in order to identify how each participant’s values, beliefs, and experiences
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correlated with the words that their school counselors used, and how the school
counselor’s words impacted their post-secondary aspirations. Their stories helped to
elicit more meaningful insights about their journey to their post-secondary aspirations.
Additionally, I discovered how the words, advice, interaction, encouragement and/or
discouragement of high school counselors were related to the experiences and
perceptions of FGAACS.
Data Collection Methods
I used a triangulated method of data collection. Triangulation is the collection of
information using a variety of sources and methods (Creswell, 2007; Maxwell, 2005;
Suter, 2011). The purpose of triangulation is to increase the credibility of the results
ensuring that an account of the data is comprehensive. For this study, I used life-story
interviews, a participant demographic survey, and reflexive data.
Life-story Interviews
Interviews are one of the most frequently used qualitative methods. I selected
interviews for the primary data collection because they provide the participant with an
avenue to discuss his or her experiences, thinking and rationale for making decisions
(Mack, Woodsong, MacQueen, Guest, & Namey, 2005; Suter, 2011). According to
Maxwell (2005) and Chase (2005), life-story interviews allow the researcher to focus on
a specialized event of interest in the participant’s life. In this study, I conducted semistructured life-story interviews which focused on high school counselors’ impact on
FGAACS’ post-secondary aspirations. Semi-structured interviews were chosen because
their flexibility allowed me to restructure the order of the interview questions based upon
the responses of the participant. The interview guide is listed in (Appendix B).
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Prior to each interview, I established rapport by first engaging the participant in
conversations unrelated to the interview (i.e., commenting on their attire, hair, mutual
acquaintances, etc.). Next, I read the informed consent form to participants, answered
any questions that arose, and asked them to sign and date the form. Upon completing the
consent form, participants chose pseudonyms to protect their privacy and to maintain
confidentiality. The paper files were placed in a folder which was later secured in a
locked file cabinet in my home. All identifying information was secured on a password
protected electronic database file and computer. A description of the data collection
process is provided following the discussion of participant selection.
Participant Demographic Survey
A participant demographic survey (Appendix A) was administered to participants
to solicit biographical information that was not captured during the life-story interviews.
The participants were asked to share their age, sex, zip code, grade point average, and
parental education level(s) and annual income while the participant was a senior in high
school. Additionally, participants were asked to identify their post-secondary aspirations
and the types of financial aid they received. I used this information to give context to
participants’ lives to establish a more comprehensive representation of their stories and
experiences.
Reflexive Data
Riessman (2008) suggests that researchers keep a diary or log of reflexive data –
decisions and inferences – made during the course of a research study. A log or journal is
helpful when the researcher writes up the findings, jogging memory, encouraging
truthfulness and strengthening persuasiveness (Creswell, 2007; Riessman, 2008).
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Following Riessman (2008), I maintained a personal journal where I recorded my
thoughts, feelings, and preliminary analysis related to my research development and the
impact of critical decisions made during the process.
Trustworthiness
Trustworthiness is considered a major issue in qualitative research according to
Creswell (2007). It is defined as making sure that the research results are authentic,
credible and consistent (Yeh & Inman, 2007). I used member checking to ensure the
trustworthiness of the transcripts. Participants were emailed a revised copy of their
interview to clarify inconsistencies, erroneous statements, and biases that may have
influenced the findings. I received a return email from all three female participants
stating that there were no changes. Neither male participant responded.
Site Setting
Initially, I had prepared to conduct my critical race narrative inquiry at the Ted
Kennedy Library on a day and time convenient for each participant. However, due to
scheduling conflicts and lack of transportation, individual interviews were conducted at
an alternate location convenient for the participants. Table 2 provides a breakdown of the
interview location for each participant.

Table 2
Participant Interview Location
Participants
Participant 1
Participant 2
Participant 3
Participant 4
Participant 5
Participant 6

Interview Location
Parents’ Home
Parents’ Home
Participant’s Apartment
Cousin’s Apartment
Researcher’s Office
Parents’ Home
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Participant Selection
The participants were selected using snowball sampling. Snowball sampling is a
form of purposeful sampling (Creswell, 2007). It is a method where the researcher asks
study participants to make referrals to other potential participants, who in turn make
referrals, and so on. This process ensured that I received referrals from participants who
would provide rich and relevant information about the phenomenon being researched
(Creswell, 2007).
The process began when a church member provided me with the email address of
two potential students after I shared the details of my research. As a result, I secured my
first participant who in turn referred her younger brother. The snowballing sampling
continued until I received the desired sample size. In qualitative research, the size of the
sample is guided by the ability to provide rich information and not solely by a set
number.
For this study, six self-identified FGAACS between the ages of 18 and 22 years
old were selected. Each participant attended a public high school in the Richmond
metropolitan area, interacted with the school counselor at least once, and agreed to
engage in one two-hour semi-structured life-story interview. Each participant was asked
to choose a pseudonym at the beginning of the interview. Table 3 provides participants’
pseudonyms and demographic information.
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Table 3
Participant Information
Age

Sex

High
School
GPA

Rochelle

20

F

3.74

Edward

19

M

3.00

Madyson

21

F

Breeze

19

Jackson
Patrick

Pseudonym

Parent(s)
Income
Annually
$25,000 $40,000

Postsecondary
Aspiration

HOPE
Scholarship

Student
Loans

4 year college

Yes

Yes

4 year college

Yes

Yes

3.50

Unsure
$15,000 $25,000

4 year college

No

Yes

F

3.40

Under $15,000

4 year college

Yes

Yes

20

M

3.00

Unsure

Military

No

No

21

M

3.00

Unsure

4 year college

No

Yes

Data Collection Process
The data collection process started off very slow. In February of 2014, I sent out
emails to the two individuals referred by my church member. However, I did not receive
a response from either person until March of 2014. By then it was spring break for
college students. Rochelle responded to my initial email explaining that she would have
contacted me earlier but she was studying for exams. She accepted my invitation and we
scheduled the interview.
Participant 1. Rochelle agreed to conduct the interview at her parents’ house
because she was unable to drive to the library. Prior to arriving at her home, I verified
that I had all the proper forms and equipment: the consent form, pseudonym form,
demographic form, semi-structured interview guide, and the digital recorder along with
an extra battery. Upon entering the house, Rochelle invited me to sit on the couch which
made the interview more comfortable and informal. I think it also made her feel more
comfortable as well. She sat on the west-end of the sofa; and I sat to her left with the
forms and digital recorder placed between us.
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Before we started, Rochelle informed me that she had mentioned my study to her
younger brother; and he had agreed to be a participant in my study as well. I was excited
and encouraged by this.
I initiated the interview by discussing the research topic and telling her about my
background. We discussed the consent form prior to her selecting a pseudonym,
completing the demographic form, and before starting the digital recording of the
interview. While Rochelle completed the demographic form, I noticed she was wearing a
blue short-sleeved top and khakis. Her hair was pinned up into a messy up-do with
cascading bangs flowing to the left side of her face. As I began the interview, I reassured
Rochelle that the digital recorder would fade in the background as the interview
progressed. In return, she stated that she did not have a problem with being recorded
because she conducted interviews using audio and video recording devices while in
school. I re-positioned the interview guide placing it closer to my right side near my
right arm. Placing it in that location, I was able to maintain direct eye-contact with
Rochelle, and glace at the interview-guide without picking it up. The interview went
well. Rochelle was engaging and provided great detail about her experience. After the
interview ended, I explained to her that I would email a copy of the transcription for her
to review and correct. However, if there were no corrections she could send me an email
saying “no changes.”
I was elated when Rochelle informed me that her brother agreed to be a
participant in the study. However, by the time I had finished my interview with Rochelle,
Edward had left the house. I immediately thought he had changed his mind about the
interview. I asked Rochelle for Edward’s telephone number, thanked her for
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participating; and we hugged as I proceeded to leave the house through the carport
entrance. I called Edward; and we scheduled the interview for later that evening.
Participant 2. Edward was my second participant and the brother of the
Rochelle. When I returned to his home, Rochelle was gone which was good because
Edward was able to share his story without feeling awkward; and we could maintain
confidentiality. As Edward proceeded to sit down at the kitchen table, I noticed his
height. He stood about six-feet or six-feet one inches tall. He had a thin body frame
mimicking that of a teenager experiencing a recent growth spurt who looked awkward in
his growing body. However, Edward stood erect with his shoulders squared speaking in
a strong articulate voice. His voice began to shake as the interview began; it appeared he
may be a little nervous. The more I continued to discuss my research and the consent
form Edward appeared to become more at ease. As the interview progressed, he became
more and more comfortable, sharing in-depth details about his experiences with his high
school counselors. After the interview ended, I explained that he would receive an email
copy of his transcription to review and correct. However, if there were no corrections he
could reply to the email and state, “no changes.” Prior to leaving Edward’s home, I
asked if he knew of any other individuals who fit the criteria of my study. He answered
no. I was frustrated by his response and worried about how I would secure more
participants. Once I arrived home and settled in for the night, I checked my email and
surprisingly a new email message was waiting in my inbox with a subject line referencing
my research invitation.
My third participant was introduced to my study by a friend who received my
email invite but did not meet the requirements. After contacting this young lady via
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phone, she agreed to meet with me at her apartment on the following day. I could not
believe that I had another interview so soon. So far every student I have interviewed was
home for spring break and have brought home other friends or family who fit the criteria
for my study. It seemed that spring break was the opportune time for students to be
available to participate in my study.
When I arrived at Madyson’s apartment, there was a young lady sitting in the
living room who appeared to be a high school student. I introduced myself to her while
Madyson attended to another matter. I asked her what grade was she in to break the
awkward silence and because I did not believe she was old enough for my study. To my
surprise, she told me she was in college at Cleveland University-Northwest (pseudonym),
and she too was home for spring break. She had decided to stop by her cousin,
Madyson’s, apartment while she was in town. We discussed my study topic and her
education background. As a result of our conversation, it was revealed that she fit the
participant criteria for my research. She agreed to interview with me immediately after
her cousin’s interview.
Participant 3. It was now time to interview Madyson. She was ready to get
started so we go into her bedroom; she lived by herself in an apartment. I began the
interview as usual, explaining the study, consent form, demographic survey, and so on.
Madyson was very polite and seemed to want to make sure that I was comfortable. She
was extremely candid about her experiences with the high school and college counselor.
The more Madyson shared her story the more she became animated, speaking at a rapid
pace and clicking her pen faster and faster with every sentence. I could tell that the
information that she was sharing was honest and her feelings were genuine. So, I decided
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to wait until she finished answering the previous question before mentioning the pen
clicking. She laughed when I brought it to her attention. Thereafter, we finished the
interview. I explained to her that I would email a copy of the transcription for her to
review and correct. And, if there were no corrections, she could send me an email saying
“no changes.” After the interview, I felt energized and eager to interview Madyson’s
cousin.
Participant 4. Breeze appeared to be around fifteen or sixteen years old even
though she was a college student. She was probably five feet one or two inches tall. She
spoke in a very light voice, not really timid, but soft. We interviewed in Madyson’s
bedroom with the door closed for privacy. I conducted the formal routine of introducing
the study, discussing the consent form, etc. The interview with Breeze was very eyeopening. Even though she spoke in a very light tone, she shared insightful information
that I did not foresee. I will only share a fragment of her story here and the rest will be
disclosed in chapter 6. Breeze’s educational journey, beginning from elementary school
to high school, included bullying, homelessness, fictitious homeschooling, and other
dynamics. She shared that her high school coach became her guardian and took her into
his home and ensured that school counselors, who didn’t want to help her prior to his
intervention, helped her with getting into college. Listening to her stories and
experiences initially triggered the counselor in me. I wanted to encourage, empathize,
and help her to understand that situations do not determine her value and destination.
However, I had to remain in the researcher’s role and not turn the interview into a
counseling session.
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Maintaining the researcher role, I finished the interview. She thanked me for
listening to her story. I explained to her that I would email a copy of the transcription for
her to review and correct. But, if there were no corrections she could send me an email
saying “no changes.” I also asked Breeze if she knew of any other students who fit the
requirements. She said that she would ask around and let me know.
My fifth participant was found unintentionally. We met in an office where he
overheard me discussing my research. We interacted for a short period of time and he
agreed to be a participant. In order not to lose an interviewee, I immediately secured a
location in the office building, ran downstairs to retrieve my digital recorder, returned to
the office and printed out the interview guide, consent form and demographic survey.
Participant 5. Jackson was a tall young man who appeared to be approximately
six feet three inches tall. Jackson and I sat across the table from each other in a white
room with walls covered in pictures, newspaper clippings, and labor department notices.
There was a water fountain and television seated behind me. Behind Jackson sat two six
feet tables which held sweaters and t-shirts. Like usual, I went through the routine of
discussing my background, research topic, consent form, etc. Jackson seemed very
guarded with his words and the details of his experience. His sentences were short and
only provided details that answered the question at hand. He often switched his answer
in the middle of answering a question. It appeared to me that he was not comfortable
with being completely open about his experience. So, I shifted the interview format in
order to build our rapport a little more. I shared a little more of my background that
related to the study, but not too much to avoid tainting Jacksons’ experience. And, I
incorporated humor into the interview. These two techniques seemed to put him at ease.
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He slid down in the chair relaxing his body. He smiled and used hand gestures. At first,
I considered Jackson to be my most difficult interviewee. But, once I changed the
interview format and instituted humor, he became more engaging and forthright with his
answers. The interview seemed to go really well thereafter. At the end of the interview, I
explained to Jackson that he would receive an email copy of his transcription to review
and correct. However, if there were no corrections he could reply to the email and state,
“no changes.” Prior to escorting Jackson out the office, I asked if he knew of any other
individuals who fit the criteria of my study. He replied no.
The sixth and final participant was referred to me by a classmate who was
familiar with my research. She gave me his contact information. I called and discussed
the criteria for the study, and he agreed to be a participant.
Participant 6. Patrick and I met at his parents’ home where the interview was
conducted in the living room. He, too, was home for spring break. Patrick was very
hospitable. He offered me something to eat and drink. I accepted a glass of water.
Patrick spoke slowly with a deep rich tone that reminded me of someone who had just
awaken from sleep. I sat on a coffee brown colored sofa which was located across from
the burgundy wingback chair where Patrick was seated. My interview forms and digital
recorded sat on the square coffee table situated between us. I shared my background and
research information, and we discussed the consent form and demographic survey.
Throughout the interview, Patrick provided very short answers. He answered every
question, but did not elaborate very often. This caused me to use more open-ended
probing questions as opposed to yes and no questions. The interview process was
challenging, but overall, his experiences and perceptions of his counselor were helpful.
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After the interview, I told Patrick to expect an email of his transcription and to review it.
I explained that if there were no corrections, he was to reply and state “no changes.”
Data Analysis
Data analysis is the process by which interpretations, meaning, and conclusions
are drawn from the data. Thereby, data analysis gives meaning to the data gathered from
interviews, surveys and journals (Creswell, 2007). For the current study, I employed
structural and thematic analyses. These are two major data analysis used in narrative
research (Riessman, 2008). According to Webster and Mertova (2007), “The feature
common to all stories, which gives them their aptitude for illuminating real life situations,
is their narrative structure. It is not the mere material connection of the happenings to
one individual, but the connected unfolding that we call plot, which is important” (p. 19).
Structural analysis is concerned with the ways the narrative is structured or
organized (Smith & Sparkes, 2009), and it focuses on how the narrative is told by the
participant with emphases on the interaction between participant and researcher
(Riessman, 2008). Frank (1995, as cited in Smith & Sparkes, 2009) warns researchers
not to exclusively use one narrative type to make sense of a specific experience.
However, an advantage of identifying underlying narrative structures is that it encourages
researchers to pay closer attention to the stories participants tell; especially since listening
to people is difficult. “Listening is difficult because individuals’ stories mix and weave
different narrative threads. The rationale for proposing some general types of narratives
is to sort out those threads” (Frank, 1995, p.76 as cited in Smith & Sparkes, 2009).
The emphasis of thematic analysis is on understanding the major events of the
narrative and how the events affected the participant constructing the story (Riessman,
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2008). Thematic analysis is appropriate for practically all qualitative research; it allows
categories to emerge from the data; and it is a tedious method which requires comparable
reflection on participant meanings and outcomes (Saldaña, 2012). Thematic analysis
allows the researcher to organize the categories into themes. A theme is a “unit of
analysis which captures and unifies the basis of the experience into a meaningful whole”
(Thompson & Zaitchik, 2012, p. 43). Utilizing both methods within my study, I was able
to describe broad patterns (i.e., thematic similarities across the sample) and also show
variation of meanings for participants; these methods strengthened the study’s credibility
(Riessman, 2008).
Creswell (2007) described six steps to use for analyzing and interpreting the data.
They include: (1) organizing and preparing the data for analysis, (2) reading and
reflecting on the data, (3) coding the data, (4) identify themes, (5) organizing the themes
into categories; and (6) interpreting and presenting the findings.
For this study, organizing the data began with downloading the participants’
interviews from my digital recorder onto my computer and organizing them into
password protected files. After downloading and filing the digital recordings, I listened
to the recordings, wrote notes and memos about what I heard in order to develop tentative
ideas about themes or relationships (Maxwell, 2005; Riessman, 2008).
Next, I personally transcribed each individual interview. Transcribing helped me
become more intimate and familiar with the stories and experiences of each participant.
As I transcribed the interviews, I took notes on repetitive statements, words, experiences,
and concepts. This information was stored in a spreadsheet which was updated each time
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an additional entry was added. The spreadsheet was beneficial during the coding and
future stages of data analysis. I repeated the process with all six interviews.
Step three of data analysis was coding. Coding is the process of breaking the
transcriptions into smaller pieces and organizing them into categories (Creswell, 2007).
Initially, I began the coding process by closely examining the data line-by-line and
sentence-by-sentence. This process was very detailed; however, it did not provide
meaningful interpretations or insight into the participants’ stories as it related to the
research questions. Also, the unedited transcriptions were difficult to code and required
me to constantly re-read the stories in order to understand the participant meaning.
Eventually, I stopped coding, re-read the Coding Manual for Qualitative Researchers
(Saldaña, 2012), and create revised copies of 5 of the 6 transcripts by removing filler
words such as, um, like, you know, basically, really, so, because, etc. Grammar and
punctuation were edited to allow the true essence of the participants’ stories to flow
better. The revisions provided more manageable transcripts for the coding process.
Participant 6’s transcript remained intact with the original filler words because removing
them would markedly alter its meaning and the essence of the participant’s personality.
After the additional research on coding methods, I decided to employ structural
coding. Structural coding examines strategic placement that can be very useful in
interpreting the relationship between meaning and action (Riessman, 2008). It is also
best used when the data is framed and guided by a specific topic and research questions
without imposing predetermined themes (Thompson & Zaitchik, 2012).
I re-read participant transcripts, highlighted reoccurring words, thoughts, beliefs,
and feelings amongst participants’ responses and experiences as well as any outliers.
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Then, I searched the first two transcripts for demographic information with the intentions
of cutting and pasting the students’ experiences related to their family structure and
background information, elementary, middle, and high school experiences corresponding
to the research questions. Due to extremely time-consuming process, I reverted back to
the old fashion method – a paper copy of the transcript, highlighters, and a pen. This
process was used to code all six transcriptions. However, the sixth transcription was
coded after the completion of the entire coding process to verify if anything from the
previous participants’ transcriptions were overlooked.
Using the codes, I created the “code/category/theme” spreadsheet which listed
repetitive codes mentioned by each participant. This table was beneficial to steps four
and five which consisted of identifying themes and interpretation. During the fourth
stage, I narrowed down the codes into categories, and the categories into themes. In
some instances, I found that I needed to combine categories or create new themes. Then,
I created another spreadsheet to separate and group participants’ experiences into
reoccurring topics such as: counselor interactions, counselors’ impact, counselor-student
relationships, and power of words. Creating the second spreadsheet helped me reduce the
data down and focus specifically on the data relating to each research question. This
process was followed for each interview. After completing the thematic analysis, themes
that were highlighted amongst all interviews were recorded and used for data
interpretation. Lastly, the interpretation of the data allowed me to make meaning of the
stories and experiences by linking the identified themes to the current literature and
theoretical framework. After the data were analyzed and the final themes identified, I
presented the data as a school-based organization consultation. A consultation
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representation provided an avenue to identify and address the systems of oppression and
racism hidden in the customs and practices of school systems impacting FGAACS
(Blaisdell, 2005; Matsuda et al., 1993), and offer interventions to administrators and
stakeholders. The majority of data represented in the consultation are reconstructed
stories from the interviews; a process known as re-storying. Re-storying is defined as
“…the process of reorganizing the stories into some general type of framework. This
framework may consist of gathering stories, analyzing them for key elements of the story
(e.g., time, place, plot, and scene), and then rewriting the stories to place them within a
chronological sequence” (Creswell, 2007, p. 56). Re-storied data was used to present the
data in chapter 6. Data using the individual words of each participant taken directly from
the interview transcripts is either enclosed in quotation marks or italicized.
Summary
The current study is a critical race narrative inquiry that used the methods of
semi-structured life-story interviews, demographic surveys and reflexive data to
understand FGAACS’ perceptions of the impact their experiences with high school
counselor had on their post-secondary aspirations. Structural and thematic analyses were
employed to highlight similarities between all six participants. The following 6 chapters
provide my data representation. Chapter 4 explains and discusses the school-based
organization consultation. Chapters 5 through 9 present data representing the shared
stories of participants as they relate to the corresponding stages of consultation. Chapter
10 answers the research questions, provides future research recommendations, and
discusses limitations and the conclusion.

60

Chapter 4
Data Presentation
Chapter 4 will provide the rationale for my data representation and an overview of
the consultation process. Data representation is what readers see after all the data has
been analyzed. The two most common forms of data representation in qualitative
research are traditional and creative analytic practice (CAP). Traditional data
representation depends on the creation of codes, categories, and themes; and critics
maintain that the data are decontextualized by the very nature of the process of themecreation. CAP allows the researcher to creatively tell the participant’s story. According
to Parry and Johnson (2007), CAP seeks to reflect the experiences representing
participants’ personal and social meanings. These meanings are not created by the
researcher, but stem from the social spaces and cultural contexts of the participants. The
researcher may present the data as a poem, short fiction stories, or by other
conversational, multivocal and critical representations (Parry & Johnson, 2007). I
employed CAP to present my data in the form of a fictitious school-based organization
consultation.
Consultation is triadic in nature and consists of the consultant, consultee and the
client system. In the consultation process, the consultant delivers direct services to the
consultee who delivers direct services to the client system. The consultant also provides
indirect services to the client system through the services provided to the consultee. The
goal of consultation is to enhance services and improving functions to bring about
positive change to both the consultee and the client system (Dougherty, 2009).

61

Dougherty (2009) provides a four-stage process that involves building
relationships, defining problems, implementing and evaluating plans and disengaging.
Stage one, entry, consists of exploring organizational needs, contracting and physically
and psychologically entering the system. During the entry stage, consultants try to get a
feel for the problem, develop a working agreement with the parties involved, establish a
physical presence within the organization and began building relationships with those
involved in consultation.
Stage 2, diagnosis, consists of gathering information, identifying the problem,
setting goals and generating possible interventions. The consultant and/or the consultee
are responsible for gathering data that will give insight into the problem. The data can be
collected through the use of observations, interviews, surveys or other methods. Often,
the consultant and the consultee define the problem by analyzing and interpreting the
collected data. They then set goals to solve the defined problem and generate possible
interventions that can be used in stage three (Dougherty, 2009).
Stage 3, implementation and evaluation, consists of choosing an intervention,
formulating a plan, implementing the plan and evaluating the plan. During the first
phase, the consultant and consultee select interventions that they believe will positively
affect the problem. From the list of interventions, they carefully develop a plan uniquely
tailored to the problem. The consultee implements the plan while the consultant remains
on standby to provide additional assistance. Once the plan is implemented it is evaluated.
And, based upon the results of the evaluation, the consultative process either move
toward developing another plan or onto the disengagement stage (Dougherty, 2009).
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Stage 4, disengaging, consists of evaluating the consultation process, planning
post-consultation matters, reducing involvement and following up, and terminating.
Evaluation of the consultation process is planned and can be completed through a face-toface meeting with the consultee, a consultee survey or other methods. Post-consultation
planning involves determining how the consultee will manage and maintain the effect of
consultation. The consultant gradually reduces contact with the consultee and the
involvement with the organization. However, the consultant is held to the agreed upon
follow-up activities as stated in the contract. Terminating is the formal ending of the
consultation/consultee relationship (Dougherty, 2009).
There are three theoretical models of consultation, mental health, behavioral and
organizational. Mental health consultation focuses on the mental health implications for
organizations and consultee’s clients. This type of consultation focuses on helping the
consultee help his/her client. Behavioral consultation focuses on specific changes in the
client, the client system, and/or the consultee. Organizational consultation considers the
entire organization as the client system. The goal is to enhance the overall effectiveness
of the organization in some way, even if the consultant is focusing on one specific part of
the organization (Dougherty, 2009).
There are several models of consultation used with organizational consultation.
The most popular approaches are the purchase-of-expertise model, the doctor-patient
model, and the process model. The first two models, purchase-of-expertise and doctorpatient, are content-oriented, and the consultee gives the problem to the consultant to
identify and implement solutions. The third model, process consultation, focuses on how
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organizational problems are solved. The consultee and the consultant collaborate
throughout the problem-solving process to find a solution (Dougherty, 2009).
Incorporating organizational consultation in schools was initiated from the school
reform movement and the realization that what appeared to be a student-focused problem
was simply a systems problem (Dougherty, 2009). These issues required organizationallevel changes including preparing for a more diverse student-population, and the
increasing severity and complexity of student needs (Dougherty, 2009). In a research
study conducted by Hazel, Pfaff, Albanes, and Gallagher (2014), a case study was used to
document a multi-level consultation addressing a district-led initiative in an urban school
district. The case focused on increasing on-time high school graduation for entering 10th
graders. Consultation included teachers, school administrators, district stakeholders and
other support staff. Observations, surveys, interviews, district records, and consultation
notes were used to collect data. One finding of the consultation was that students’
entering school with high risks profiles required immediate diverse supports (Hazel et al.,
2014). Additionally, teachers and teaching teams perceived their ability to support
student needs increased through the consultation; and the system level consultation led to
building and district changes.
The present study data representation will be a school-based organizational
consultation that uses the doctor-patient model of consultation. Employing the doctorpatient approach, the consultant’s services will be requested because the consultee knows
there is a problem but cannot identify it nor solve it. Therefore, the consultant will be
given the power to diagnose and prescribe a solution to the problem once it is identified
(Dougherty, 2009). The consultant will offer interventions and recommendations that
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speak to the social justice component of CRT which aim to transform the response to
racial, gender, and class oppression, and eliminate racism, sexism, and poverty (Matsuda,
1991). Next, the consultant will present the stages of consultation which incorporate
each participant’s story as it relates to the research questions. Chapter 5 will discuss the
entry stage which establishes the foundation for the remaining chapters. Chapter 6
through 8 will discuss the diagnosis stage where the problem will be understood more
clearly and interventions provided. Specifically, chapter 6 will include student character
descriptions and their dialogue with the consultant. The data will be presented as if
student consultees met together in a group interview session. The group interview will
consist of questions and responses with minimal probing questions. This format was
chosen as a way to assist readers with focusing on one topic of discussion at a time in
hopes of preventing confusion. Following each section of data, I provide additional
information relating to the findings on a notice chalkboard. The chalkboard format was
selected because it is visually inviting, and representative of school and classroom
guidance. The chalkboard is divided into three sections: the notepad, owl certificate, and
the counselor’s blog. The notepad provide quotes and related statistics, the owl
certificate highlights theoretical information, and the school counselor’s blog section
identify ASCA School Counselor Competencies, Ethics, and/or school counselors’
responsibilities related to the data.
Chapter 7 will define the problem through identified themes and discuss how the
themes link to current literature and CRT. In chapter 8, the consultant’s identified goals
and prescribed interventions will be presented in the recommendation report. Lastly,
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chapter 9 will discuss implementation and disengagement stages which will describe the
implementation plan, and the process of terminating the consultation relationship.
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Chapter 5
Entry Stage
This fictional school-based organizational consultation is between Mrs. Ashle’
German, the founder of EZ Consulting and Counseling Firm (consultant), the principal of
“Everybody Can Achieve Public High School” (consultee), and six first-generation
African American college students (student consultees). Next, I will provide the
background information of the consultation followed by a discussion of the entry stage.
The Consultant
Mrs. Ashle’ German is the founding director of EZ Consulting and Counseling
Firm, and a licensed professional school counselor. She worked as a school counselor for
over 20 years before opening a private practice. Mrs. German consults and collaborates
with interdisciplinary teams to develop realistic action plans for clients. Her area of
expertise is in college attainment for under-performing and under-represented students,
and first-generation college students.
The Consultee
Dr. Cheryl Makeitright has been the principal of Everybody Can Achieve Public
High School for 5 years. She has over 15 years of experience specializing in teacher
education and curriculum development. Dr. Makeitright has expressed interest in
improving the counseling services at the school.
The Organization as the Client System
Everybody Can Achieve Public High School is located in the largest urban school
district in a large metropolitan city in a southern state. Ninety-eight percent of the
student population is comprised of African Americans who live in low socio-economic
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neighborhoods. According to student data reports, the majority of the students are
identified as potential FGAACS.
Consultation Problem
Dr. Makeitright has received the current student year-end surveys which
evaluated students’ perceptions of the school departments, student-teacher and studentcounselor interactions, as well as, student programs and activities. The findings revealed
that the school counseling department received mixed feedback from students selfidentifying as potential FGAACS. Dr. Makeitright acknowledges that there is a problem
within the counseling department; however, she cannot identify the specific problem.
Role of Consultant
After speaking with Dr. Makeitright, Mrs. German has identified her role as the
consultant to be that of an expert. According to Dougherty (2009), the expert role is the
most common consultant role where the consultee needs some type of service,
knowledge, or advice that the consultant can provide. As the consultant, Mrs. German is
expected to address unforeseen issues, so that the outcome will meet the needs of Dr.
Makeitright. As a result, Dr. Makeitright will rely heavily on Mrs. German to produce
effective interventions. Therefore, it is very important for Mrs. German to build a strong,
trusting and respectful consultant-consultee relationship; one where she and Dr.
Makeitright can address resistance and misunderstandings while maintaining open
communication and respect.
Goals for Consultation
The goal of the consultation is to identify potential FGAACS’ issues relating to
school counselors; describe and enlighten the principal about the issues discovered
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through the consultation process; and provide interventions to improve the school
counseling department and services as it relate to potential FGAACS.
Model of Consultation
Mrs. German decided to use the Edgar Schein’s Doctor-Patient Model of
Consultation to address the needs of Dr. Makeitright. This model was chosen as the
framework for the consultation because the Dr. Makeitright realizes something is
impacting potential FGAACS’ perceptions of their school counselor. However, she is not
sure of the nature of the problem, nor does she know how to fix the problem. Therefore,
Mrs. German will make a diagnosis and prescribe a solution to the problem once it is
identified. However, Dr. Makeitright will be responsible for implementing the suggested
prescription/intervention recommended by Mrs. German.
Student Consultees
Mrs. German has identified six FGAACS who graduated from a public high
school in the Richmond school district. The ages of the student consultees range between
18 and 22 years of age. Each student agreed to be volunteer student consultee after Mrs.
German explained the purpose and the goals for the consultation.
Entering Into Consultation
During the entry stage, the main goals are to begin exploring the needs of the
consultee, develop a contract and physically and psychologically enter the system
(Dougherty, 2009). This include working directly with the consultee to determine the
consultant’s role and expectations and establishing the ground rules everyone will follow
in the consultation process. Mrs. German entered the organization by contacting Dr.
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Makeitright to set-up the initial meeting to explore the specific needs of the organization
and to identify her potential role as the consultant.
The consultation began with Dr. Makeitright and Mrs. German discussing the
background of the client system. Mrs. German attentively listened as Dr. Makeitright
shared her concerns about the mixed results of the student surveys and student’s outlook
toward the school counseling department. Mrs. German decided it would be beneficial to
review the student surveys independently upon the establishment of the consultation
relationship. To increase Dr. Makeitright’s confidence in her ability as a consultant, Mrs.
German provided professional references to verify her work history, job performance and
personal character qualities.
After careful consideration, Mrs. German and Dr. Makeitright decided to work
together; and a second meeting was scheduled to discuss the contract period, consultant
fees, expected outcomes, and other pertinent information. The meeting was held at the
high school and lasted approximately 45 min. The contract was finalized. Mrs. German
physically entered the system after being introduced to the staff, given a tour of the
school, and provided a work area. She psychologically entered the system by developing
a trusting and respectful relationship with the Dr. Makeitright.
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Chapter 6
Diagnosis Stage-Gathering Data
The diagnosis stage consists of gathering data, identifying the problem, setting
goals and generating possible interventions. The consultant and/or the consultee are
responsible for gathering data that will offer insight into the problem. The data can be
collected through the use of interviews, questionnaires, or other methods. This chapter
will focus on gathering the data.
Mrs. German began the data gathering process by requesting copies of the student
surveys. The surveys were used to discover specific areas of concerns that the students
emphasized. Her review of the survey findings revealed limited information about the
cause of the mixed evaluation of the high school counselors amongst the potential
FGAACS. Questions pertaining to counselor communication and the counselor’s impact
on students’ college aspirations received a vast amount of comments. As a result, Mrs.
German believed the best way to understand the declining student-counselor
relationships, and to better understand how school counselors impacted potential
FGAACS was to speak with students.
Mrs. German scheduled a meeting with Dr. Makeitright to discuss the possibility
of conducting student interviews to gather additional data. Mrs. German explained the
interview process, and Dr. Makeitright agreed that student interviews were an excellent
method to obtain more information. However, the school district prohibited current
students from participating in any research of any kind involving schools. In response,
Mrs. German suggested another option, which was to interview 18-22 year-old FGAACS
who attended a public high school in Richmond school district. She believed
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interviewing 6 students would provide enough data to define the problem and provide
effective interventions. Dr. Makeitright agreed with the idea and provided Mrs. German
with 10 FGAACS’ contact information. From the list of students, Mrs. German
interviewed two students who in-turn provided contact information for other students’
meeting the criteria. Within two weeks, Mrs. German had contacted 6 additional students
and interviewed 4; reaching her goal of 6 student consultees.
Participants’ educational journeys and interview with Mrs. German are re-stories.
And direct quotes taken from the interview transcripts are either enclosed in quotation
marks or italicized.
Introduction of the Educational Journey of Participants
Rochelle’s Educational Journey from Elementary to College
“Getting older and being in college has opened my eyes a lot. I’m on my
own. I’m making more decisions for myself as appose to my mom telling me what
she think I should do. I’m thinking more for myself. Not to say, I’m not listening
to my mom, because anytime I need advice she’s always the person I go to. I’m
growing up. One day I’m gonna be a mother. I need to think on my own and not
always ask my mom. It’s not that I don’t want her advice. It’s the independent
thing!”(Exert taken from Rochelle’s interview)
Personal Description. Rochelle is 5 feet and 3 inches tall, very talkative,
outgoing, a risk taker, and a hard worker. She is a firm believer that if you stand for
nothing you will fall for anything.
Family History and Background. Growing up, I lived in a house with my mom,
step-dad, and two younger siblings; and my biological dad was a part of my life as well.
My older-younger brother and I attended the same college; whereas, my baby brother is
still in high school. Neither of my parents went to college, so their knowledge of the
college process was very limited. Despite my parents’ inability to provide the necessary
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college information, I had a cousin who was about five years older than me who did. She
prepped me for college; telling me what not to do and what to do once I got there which
was useful. Altogether, my mom… my dad…my step-dad…my aunt…my cousin…her
mom and my grandparents on that side of my family… my entire family was happy that I
was going to college.
Elementary. Elementary, that's a long time ago. Let’s see…I went to three
different elementary schools: Coolidge Elementary, Roosevelt Elementary, and Bush
Elementary. Coolidge Elementary had a lot more races, the environment was different,
and the teachers were different. It seemed like everybody was more focused. The
teachers helped out a lot and were a little more encouraging. Now, Roosevelt Elementary
and Bush Elementary were all-Black schools; totally different from what I was used to at
Coolidge. I wouldn’t say they were bad or anything. But the teachers…it was basically,
if you wanted to learn, you learned, if you didn’t, they didn’t really care. Basically, you
had to want it for yourself at those schools, as oppose to somebody actually encouraging
you. Some teachers took the extra time out. If they saw me or even other students who
didn’t have strong skills in one area, they would work with us on that particular area.
But for the most part in elementary I was happy. The work wasn’t hard. Things weren’t
as stressful. Unlike elementary school, in middle school you worried more about the
social environment, how you dress, your self-esteem, and stuff like that.
Middle School. In the sixth grade, I went to Truman Middle, a majority Black
school. Then, my mom enrolled me in Clinton Middle Charter School which was a
totally different school system. The school had just started when I got there. The
classroom setting was different. Basically, you were with the same class for every class
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period for about an hour; and then you attended the same classes in reverse order. Not to
mention, we stayed in school from 8:00 a.m. until 5:30 p.m.; a long time to be in school.
The teachers at the school were very helpful and made sure you understood the
lesson. I feel honestly, well not me per se, because I didn’t really do anything, but, a lot
of my classmates made it stressful on the teachers. Even dealing with those students,
they still did their jobs, showed that they cared, and pushed us. All in all, despite the
discipline problems, I would say the education and the teachers were excellent. As far as
a guidance counselor, I don’t think we had one. However, we were required to go to
Saturday school from eight o’clock in the morning to one o’clock in the afternoon; it was
dedicated strictly to college preparation and studying for the ACT. Initially, I was like,
“Why do I have to do this?” Now, I’m actually thankful for Saturday school because it
prepared me for where I am now.
High School. Starting high school was a stressful experience. I was worried
because after high school real life started regardless of whether you go to college or not.
In my ninth grade year, I attended Clinton High Charter School which was an extension
of the middle school and operated the same. Unlike the class before us, we never got the
high school experience. We didn’t take different classes with everybody. In my class,
during the first half of the day, the girls took English and Biology. The boys took the
same classes earlier in the day while we attended coed classes alongside the other grades.
Then, during the second half of the day, the girls attended the general classes together. I
didn’t like that all of our classes weren’t coed and combined with the other grades. All
girl classes were unnecessary because we interacted and hung-out with the boys and other
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grade levels at some point during the day. Teachers would make comments like, “Maybe
it’s just ya’ll boys and ya’ll girls can’t act right together.” And I’m like, “really!?”
The following year my mom enrolled me in Obama Middle College High located
on McKinley College campus. It was a small school with only about 150 students. At
Obama, I was enrolled in high school and college classes. Even though all of the learning
was excellent, my high school learning experience seemed better than my college
experience. First off, the high school teachers expected us to exceed while the majority
of the college professors didn’t think we could do the class work. Secondly, the high
school work was harder to me than the actual college work. There was probably only one
college course more challenging than the high school courses. Let me put it like this, the
high school classes were on the college level and the college classes were on the high
school level.
College. Now that I’m actually attending college, Carter State University, I have
to deal with real life situations on top of maintaining my grades. It is evident now that
with every step and every level in life it’s about preparation. I must admit. I was nervous
about going off to college because my family would be over 300 miles away, and there
was going to be so many people on campus. I was like, “…the school is so big and
maybe it’s gonna be hard to meet people…just so many people on the campus. Who’s
gonna notice me?” You think about those things when you initially start college. Even if
I had not gone to college immediately after high school, or stayed home and attended a
college here in Richmond, I probably would have still felt the same way – nervous!
I’m majoring in journalism because I want to be a Disk Jockey/Radio Personality.
But, to my surprise, a lot of what I’m studying in class isn’t preparing me; everything I’m
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learning is news-based and anchoring. I don’t want to do that! Reading scripts and
trying to remember everything is stressful. For that reason, I decided to focus and rely
more on internships rather than classes to help prepare me for a career as a radio
personality.
No, I’m not enrolled in an internship yet. I failed the entry test. It wasn’t entirely
my fault. The two people who were supposed to be training me showed up for only two
shows. So I didn’t learn the information to pass the test. Then, I started going to this
other girl’s show; and she would veer off topic and talk about her cats. But at least she
would explain the information I needed to know about the studio. She showed me how to
operate the equipment, and told me what to say or not to say on air when people calledin. I had all of that together. But I didn’t study because I didn’t know I was supposed to.
The guys who were originally interning me were like, “Everything [on the test] is going
to be on the stuff you learn, and how to operate things in here [the studio].” That’s why I
thought I didn’t really have to study. I passed the operations part but failed the
knowledge part. I’m retaking the test again this semester. I feel I’m going to do better.
Edward’s Educational Journey from Elementary to College
Personal Description. Edward is about 6 feet tall, slender in stature and his hair
is cut extremely close to the scalp. This haircut is often called a “low bald fade.”
Family History and Background. I grew-up with my parents, older sister, and
younger brother. We lived in a house in a pretty decent neighborhood. My parents both
worked but neither went to college. My little brother is in high school. My sister and I
attend Carter State University.

76

Elementary. In elementary, I was a little wild and got into trouble a lot. I
initially went to Coolidge Elementary where the student body was diverse; it was a good
experience. Then, my parents transferred me to Roosevelt Elementary and to Bush
Elementary. The student population was predominately Black. I didn’t like either school
because I fought with so many different students. I don’t know what was wrong with me
when I was younger. I got into trouble at all of the schools…I guess I was just bad. But I
was good at one thing; spelling. I was in the “Spelling B” throughout elementary. I was
the “Spelling B king!”
Middle School. My middle school experience was the complete opposite of
elementary. Clinton Middle Charter School was a new and different environment. I
didn’t get into any fights with any students. The teachers got to know all the students. I
really liked the school and most of my teachers. So I didn’t act out. I was focused and
made great grades - A’s and B’s most times. The work was easy. I got through school
with no problems. Everything went well although I wasn’t happy about the 5 o’clock
dismissal time.
High School. Clinton High Charter School was no different from the middle
school. The only thing was I was trying to do my own thing. I’m not saying that was a
good thing. In fact, sometimes I skipped school. But I only attended that school for the
ninth grade year. My 10th grade year, I transferred to Obama Middle College High
School. It was cool. But I didn’t get a chance to experience college life. I didn’t take
any college courses only the general high school classes. It didn’t matter because I didn’t
care for the school. My parents thought I should go there. I didn’t care about the school
at all. The class size was small; and the administrators suspended you for any little thing.
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That was one of the major reasons I didn’t like the school. Outside of not liking the
school, the teachers were very helpful, and assisted me with things I didn’t know. I
wasn’t that good at math. But they helped me through it and taught me a few things.
When I got to the 11th grade, my junior year in high school, I transferred to
Kennedy High. It was an all black school. The environment was similar to Bush
Elementary. Overall, I enjoyed going to Kennedy because I was cool with everybody. I
was ranked 120 out of the 530 students in my senior class.
College. Now I am a sophomore at Carter State University (CSU). CSU was not
my first choice of colleges. The University of Harrison (U of H) was first. CSU was
second, and the University of Richmond (U of R) was last. I just chose the U of R as a
back-up school; just in case I didn’t get accepted into the first two schools. The U of H
was my first choice because I wanted to get out of Richmond. I have been here all my
life. However, since Kennedy High didn’t pay for the application fee, I didn’t apply for
admission. The school paid for CSU’s application fee. I applied and was accepted. To
pay for school, I received the HOPE and TSCA scholarship and a grant which helped pay
for a portion of my tuition and fees. The school gave me some money. My mom had to
obtain a student loan to pay for the remaining school fees.
My major in college is business. My goal is to become an entrepreneur, and to
own a car lot, a restaurant and a clothing store. I don’t want to work for anybody! Maybe
after I graduate with my business degree, I’ll go back to school to become a doctor.
Madyson’s Educational Journey from Elementary to College
“Now that I live on my own with no children I can pay my own bills. Yes
there are times when I only have five dollars to my name after paying all my bills.
No, I don’t have money to do the extra stuff like go shopping to buy this and that.
But it feels good to know that my bills and priorities are taken care of. As I look
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back and have conversations with my mom, she was like me…Independent!”
(Exert taken from Madyson’s Interview)
Personal Description. Madyson is about 5 feet, 6 or 7 inches tall, medium
brown complexion with dark brown eyes and sandy brown hair. She usually wears it
down. This is how she describes herself. “Weight wise…I am thick, not fat and not
skinny. I am smart, intelligent, caring and forthright with my thoughts. I am a very
sensitive and laid back person. I generally keep to myself. Even though I am very cool
and sweet, I can be mean, but that depends on you.”
Family History and Background. I grew-up living with my mother, stepdad, an
older sister and a younger brother. My mama didn’t get a job until maybe the summer
before I began the second grade. We had a car and lived in a two-bedroom apartment in
a poor neighborhood. But the thing about it was I didn’t know we were poor because I
had good grades and the utilities were never turned off. We always had food. We were
never homeless. I didn’t know I wasn’t wearing name brand clothes. Back then my mom
made about $8 an hour. She didn’t have money to buy us named brand clothes, buy her
nice cars or get a car note, keep her hair done, or go to the beauty shop and stuff. But her
priorities were taken care of. We were blessed!
Elementary. “My elementary years were A1!” [Everything in her life was going
well; life was good as she saw it]. We were doing good living with my mom. I was on the
principal’s list and the honor roll. I don’t remember anything but pretty much good times
in elementary.
Middle School. When I was in middle school, my mother had my little brother.
We continued to live with my mom and stepdad while my sister attended college. From
the beginning of middle school to seventh grade everything was good. In the eighth
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grade everything changed; my home life got rocky. Everything started changing around
the house! My mom lost her job, started drinking real bad, and became depressed.
Suddenly, we had to move out the apartment because my mom didn’t pay the rent. I
didn’t find that out until we moved. On top of that situation, I was going through a
situation involving my stepdad that turned my life upside down. Everything got worse.
And my life and relationship with my mom started to change for the worse. I started
rebelling. My attitude toward my mom changed; there was no respect. As the situation
escalated and intensified with no positive resolution insight, I left my mom’s home.
High School. In the ninth grade, I left my mom’s house and went to live with my
aunt and uncle. I stayed with them throughout the rest of my high school years. The
transition was a bitter sweet situation because my uncle had his ways and I missed where
I grew up my whole life. See, I don’t like meeting new people. I kept to myself. I was a
loner. But as far as school, it was ok.
College. I wanted to attend an out-of-state college. But neither my family nor I
could afford it. Put it like this, I was on my own. So I had to attend the local college,
The University of Richmond. Despite getting into U of R, understanding and completing
the college process was challenging, as well as choosing a college major. Trying to
select a major began my senior year of high school. I called around to colleges speaking
to different counselors explaining to them my career interests. I told them I wanted to
teach kids or work as a counselor. I would ask, “What’s the best subject to major in?”
One person said psychology, another told me to stick with education, and another
suggested Integrative Studies. I initially majored in psychology. Then I switched my
major to education and switched it again to Integrative Studies. On top of that dilemma, I
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could not give all my attention to my studies because I was trying to build a foundation.
As a result of trying to balance school and life, I became overwhelmed and stressed. I
was like, “You know what? I need to take a break and find myself first and then decide
on what to do and what it is I’m interested in.” And that was exactly what I did.
Breeze’s Educational Journey from Elementary to College
“I know a lot of things because of the way I was raised. Pretty much my family
was one-hundred with me. They were very real with me, and taught me everything. There
was no sugar coating on anything. So, I know a lot. It’s just they never taught me how
hard it was to be an adult. You have to pay light bills, rent, phone bills, and buy food to
feed yourself. I didn’t realize that until I went off to college; and it is really hard. I was
so used to other people trying to help take care of me. But now, I don’t want to be stuck
in the same situation I was in my whole life. I want to be able to be successful in life, be
able to take care of myself. So when I have children, I can show them the good things in
life and not raise them the way my brothers and I was raised. Seeing that both of my
brothers dropped out of school and living on and off the streets, it just makes me feel bad.
I feel like I have been the one taking care of them. I feel like I always have to take care of
them. And graduating from college makes me feel like I can take care of them. I’m their
hope. As far as me…music is my future. I use to think, ‘One day I’m gonna be famous. I
can’t give up because my life isn’t over yet. I’m still young. I have a long way to go.’
But now…I’m ready to go down that longggggggggggg road.” (Exert taken from
Breeze’s interview)
Personal Description. Breeze self-identifies as a biracial female. She stands
about 5 feet 4 inches tall and has shoulder length hair with curls. Breeze stated, “even
though I am a very talkative person, I am also reserved.”
Family History and Background. I grew up around Jefferson, and lived with
my mama, dad, and two brothers. My older brother is ADHD [Attention Deficit Hyper
Disorder]. He gave my mama a lot of problems growing up. I am the middle child and
only girl. I could never do anything right for my mom or my dad. My mom was always
a workaholic. My dad was a drug addict and always out in the streets doing whatever he
did. Unfortunately, everything my mom earned went to him. And everything he got he
spent. We never had anything! We moved in and out of houses; sometimes living on the
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street or in hotels. My life revolved around living in hotels and taking care of my
brothers.
When we were living in a house, and my mom and dad were home, most of the
attention went towards my brothers. Most of the time I felt alone because my dad kept
me sheltered. I was always in the house; stuck up in the house. I was the one always in
my room. It had gotten to the point that they had to drag me out of my room to have
family time. It wasn’t that I didn’t want to have family time. I love having family time.
It was just the fact that I tried to stay out of sight so I could stay out of trouble. It was a
lot of crazy stuff going on. Not only did I have to deal with issues at home, I had issues
in my neighborhood and at school.
Being that I’m mixed [racially], growing up was real hard. I used to get bullied a
lot. It was real tough on me. Sometimes I would stand up for myself, but I never fought.
I would never fight anybody because I felt it would be a situation that would have gone
too far for no reason. It was just pointless. At the end of the day, they were gonna
always think the way they think and I was gonna always feel the way I felt – like an
outcast. Alienated! I just stayed to myself. I didn’t really have any friends. So, when I
went to school it was like my get-a-way; that’s all I had. All I had was school. And I
always did well in school regardless of anything else.
Elementary. In elementary, I dealt with racism. [She did not give details about
her elementary experience].
Middle School. Middle school…I’ve been all over Richmond attending different
schools. We moved a lot. Seventh grade, I attended Washington Elementary for a couple
of weeks. After that, I was home-schooled. However, my mom couldn’t home-school us
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because she worked so much; and she couldn’t afford to hire an actual teacher. Granted,
when she did come home, we would do a little work, but most of the time we sat around,
played, and watched TV. That’s all we did.
In the eighth grade, I went to Fillmore Middle where I continued to experience
racism. Surprisingly, I must say it was a little better because I was trying to be noticed,
finding myself as a person, and attempting to build friendships. For instance, when we
were playing games during class, I used to isolate myself by sitting off in the corner. But
at Fillmore, I tried to interact with everybody and start-up conversations. A few people
took nicely to me; they really did like me. But I never got a chance to do like most kids.
Like have sleepovers with their friends, or go to birthday parties. I never did any of that.
And because of that, it kept people from asking, calling, or wanting to do things with me.
Disappointed, I lost those friends because of that. Despite my lackluster social life, I’ve
always made good grades; when I did go to school.
High School. We moved to Eisenhower, MS in my ninth grade school year. That
school year we didn’t have to wear a uniform which was great because my family didn’t
have anything. And I was excited because at Eisenhower High I was able to wear my
regular clothes. Even though I didn’t have too many clothes, I never let it change me. I
still was myself. I just took the clothes and dressed them up to make them look better. A
repeat of Fillmore Middle occurred at Eisenhower High. My classmates initially enjoyed
hanging-out, having fun, and kicking it with me at school. But once again, they pushed
themselves away from me because they couldn’t get to hang-out with me outside of
school. My dad was so overprotective and sheltered me. I couldn’t do anything!
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Tenth grade, we moved back to the Jefferson area in Richmond. I didn’t go to
school at all because my mom refused to let me attend Jefferson High School. Since we
had no transportation to get around to another school, my mama decided to try homeschool again. This time was different. This time we did absolutely nothing at all! I was
stuck at home caring for my brothers; making sure they were fed and the house was clean
before my mother arrived home from work.
Being that I didn’t attend school in the 10th grade, the 11th, and 12th grade was
extremely challenging. In the 11th grade, we moved to East Richmond where I started
going to Ford High School. There was no reason for me to try to make any friends
because I couldn’t hang-out with them; so I reverted back to my old ways. I stayed to
myself, and didn’t talk to many people. I even tried to drop-out of school to help my
mom. Fortunately, my Physical Education Coach, Coach Nixon, came to my rescue.
Apparently, he saw something special in me. I remember being in his class. He asked
me my name, and I told him Breeze. In return, he said, “I’m gonna call you homeschool.” See, he knew I was home-schooled. So, he started calling me home-school.
After then, we built a close relationship. He was the only person who spoke to me and
tried to have a conversation with me. Eventually, I shared everything that happened to
me growing up, everything that I went through and the way I grew up. I guess he kinda
pitied me. I’m not sure. Nevertheless, by the time summer came, my family and I were
back living in a hotel. We ended back out on the streets because my mom gave my dad
the rent money; and he spent it on drugs, or whatever. Thankfully, my mom called
Coach Nixon who came and got me; and I’ve been living with him ever since.
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College. As far as college, I didn’t expect to go to college. I was so used to not
looking forward to anything; being disappointed, college never crossed my mind. So
when people talked about it, I didn’t know what they were talking about. My peers
would talk about what schools they wanted to go to. But I was thinking, “The way ya’ll
speaking on it, it seems like it is a lot more to it.” I didn’t know for sure if it was or not.
All I knew was…I was supposed to go to college. But I still couldn’t figure out what
school I wanted to attend.
Eventually, I decided to apply to Cleveland University-Southeast (CUS). I chose
CUS to be different. Almost everybody in my school was going to Carter State
University, Cleveland University-Northwest, or Adams Valley. So, when I was
researching other colleges online, I came across CUS. The pictures of the campus were
beautiful, and the background information about the school made it seem like a pretty
decent school to attend. It appeared to be located in a small town, so I figured everyone
would be friendly.
Surprisingly, I was the only one in my group of friends who choose to go to CUS.
However, I had to put in work, time and effort to meet the admission requirements. It
took me taking the ACT test 3 or 4 times before I obtained a high enough score to get
into the school. When I applied for admission, they told me I needed to get a 19; and
that’s what made me take it a fourth time. I was ecstatic once I finally scored a 19 on the
ACT. Consequently, I received the HOPE and lottery scholarship along with a small
student loan to help pay for my tuition and books. The school is much bigger than I
thought, but everyone is cordial and helpful. Any kind of help I may need someone is

85

there to help me. I decided to major in music/vocal performance. I must say. I am doing
pretty well I think! I finally feel like I belong somewhere.
Jackson’s Educational Journey from Elementary to College
“If you grew-up like I grew-up…nobody gave me nothing! I worked hard
for myself. I got a job. I talked to my principal and they got me on at Monroe’s
Restaurant. I’ve been working there for two years. Got my own place, and got my
own car. It wasn’t as easy as I make it seem. Some people be like…you doing
good…you doing good…you on your feet. I still feel like I’m down at the bottom.
Some folks be worshiping me like I’m at the top, but I’m like, man, it’s a process
everyday I get up to go do what I have to do. I ain’t had the greatest childhood
where I was given stuff. With my mom being sick, and all the other things; she
didn’t have the money to get me to college on no full-ride, or get me a car, or get
me things that I needed. So, I had to…me… I didn’t want to go to college and be
halfway in the door. I didn’t want to be…I just feel like for me…I don’t know how
every other guy feels…I’m a man and I don’t need to be doing certain things, like
begging. I’ve been through five cars in the last two years. So, when I be telling
folks…man…school…school…when I was in college…college work wasn’t
nothing; it was refreshing. But, I’m focusing on my everyday life…what im’ma do.
I can’t say…im’ma jump back into school. When I feel like I’m straight at that
point where I can go to school and focus, then, im’ma go back. But now, I’m
trying to make some money and live everyday. I wanted to go into CSI forensics.
But…no…with the way life is…things happen. I have to work. So, that’s why I’m
in the process of getting my security license. I’m planning on going back to school
‘cause now you have to go to school to get into the police academy. So, sometimes
you have to take it piece by piece.” (Exert taken from Jackson’s interview)
Personal Description. Jackson stands about 6 feet and 3 inches tall. He is not
very talkative, but opens up as the interview progresses.
Family History and Background. Growing up, I lived in a cove with my mom,
grandma and my older brother. There weren’t a lot of kids in my neighborhood. They
mostly lived outside of the cove. But I knew everybody in my neighborhood. To think
about it…there wasn’t too many people I didn’t know. My neighbors, who were like my
god-brothers, lived down the street. All my friends and I went to the same schools: Bush
Elementary, Bush Middle School, and Bush High School. My mama and brother both
went to those same schools, too. As far as college, my brother went to Wilson State
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University for a while but didn’t graduate. Likewise, my mama went to school, but she
came back home, too; she got a daycare license and works with kids.
I was raised by an old school mama and grand-mama. They didn’t play when it
came to being respectful and obedient. We had to be in the house when the street lights
came on; and if we weren’t in the house, the outcome was not fun at all. They also raised
us up in the church. Yes. I was a church going guy. We were taught old morals
like…don’t disrespect the older people, or any grown-up. If an adult told you something,
you said, “Yes ma’am, no ma’am, yes sir, no sir.”
Elementary. I have always been a smart kid but I had bad conduct. My parents
use to be like, “How did you get a hundred in the class and a ‘U’ in conduct? You do
your work, but you go to school and act a fool!” That’s why my mama was always
“spazzing out on me” [chastising him]. I always had the grades. My teachers knew I was
smart because from kindergarten to second grade my brother and I have had the same
teachers. They would ask me all the time, “Why I am I so bad and my brother was so
sweet?” They thought I was gonna be a good child too, but I was the trouble maker.
Yeah. I would tell anybody what’s on my mind; a bad little rascal. I don’t know. I was
just having fun back then. Overall, my teachers still liked me because they knew me.
Middle School. Middle school was alright for me. My friends and I went from
Bush Elementary to Bush Middle school together. I met some new folks, but mostly I
already knew everybody from elementary school. We all rode the school bus together to
school each morning and hung out after school doing little different stuff. However, I’ve
always been responsible. You could ask my parents, and they would tell you that I had
never lost my house key. I knew how to manage money and never missed curfew. Well,
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I used to never be late for curfews until my brother spawned my devil back out. I made
bad choices…doing the wrong things even though I knew right. I used to always call my
mom every ten minutes when I was out. I would let her know where I was at, and who I
was with. Yeah, I used to be like that. But one day I was out all day at the mall with my
brother and he told me, “Man don’t be calling mama around me. They know where we
going, and they know when we gone be back. Leave it alone.” He just spawned the devil
out of me. So, I stopped calling home toward the end of middle school.
In middle school, they had different types of programs available to teach us how
to be men and help us with college. The first program, Black Men on the Rise, took all
the bad kids, like me, and tried to teach us about being men. I was also in the GEAR-UP
program where one teacher followed us from the eighth grade on up; talking to us about
college stuff.
High School. Now high school…the thing about high school…I was cocky. I
could have done better than I did, but, I was cocky. In middle school, that’s where we
started to get high school credits. I came over with three credits from the ninth grade
because I had taking some of my tenth grade classes. So, I was ahead. I had ten or
eleven credits in the tenth grade.
Nevertheless, I did just enough to get by because I was ahead. I played football,
hung-out with the upper classmen, chilled, walked the halls, and skipped school. My
grades didn’t go down, but I could have done better. I could have gotten scholarship
money and all that. But, I chose to hangout and have fun. For example, I was in ROTC
all four years of high school, and when they came and got us out of class to take the
ASVAB test [the test to determine if a person is eligible to enter the military] I was in
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class tripping. I was being the class clown. Now I sit back and think about how I didn’t
take it serious; regretting certain things. Even though I played around in high school and
chilled, when it was time to do something major, I did it, and got it knocked out the way!
College. I was researching colleges and universities out-of-state. I wanted to
experience life outside of Richmond. But at the same time, I was looking at Grant
College right here too. My brother attended Wilson State University, so I knew I didn’t
want to go there. My top choices were Madison State University, Grant College, and it
was one more. I can’t remember the name. It was another university I was interested in.
Was it Martin Van Buren? I was looking to go out of town, but thought, “You don’t have
any money. You can’t go anywhere!” I didn’t have any money in high school because I
was going through a rough time. Eventually, I got a job, but the money went toward
paying senior class dues and things like that. I had to pay all of that by myself. “So,
when did I have time to save?”
Well, I got accepted into Grant College but once again that outside life interfered
with me going to school. I didn’t get a hundred scholarships; and that was my fault. I
wanted to go out of town for school, but I didn’t have money to live there. I ain’t have
nobody to support me. Nobody was gone help me. How was I gonna go out-of-town and
live in a college dorm where I know I needed money everyday. So, the decision I had to
make was to go to Harden Community College for two years. Even though I stayed in
town for school, I still had problems getting transportation. I didn’t have no way to get to
school! Folks be like catch a bus…catch a bus…man…it ain’t as easy as you think to get
up to go catch a bus to get to school. And, I’m not the type of person to beg nobody!
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Patrick’s Educational Journey from Elementary to College
Personal Description. Patrick is approximately 6 feet 1 inch tall. His upper
arms exhibit multiple tattoos: a bible scripture and a silhouette of a young boy along with
other images. His hair is cut close to the scalp; and he wears an unshaped beard.
Family History and Background. Growing up, I lived in North Richmond a
poverty stricken black neighborhood. I lived with my sister who was a little girl back
then and both my parents who worked full-time jobs. They didn’t have career type jobs
because neither one of them graduated from college. However, they made sure my sister
and I had all the things we needed growing up; not necessarily all the things we desired,
or wanted. So, that’s why I have always strived to go to college no matter what.
Regardless of not having a bachelor’s degree, my parents taught us to love one another,
and to take care of each other. For the most part, my family members are close and keep
up with the well-being of other family members. We are pretty close.
Elementary. Elementary school was pretty good for me. During this time, I was
taught how to deal with kids my age and not allow them to pick on me. Basically,
growing up was a good time; the best time of my life so far because I was free to do
almost anything. I was constantly learning something different about myself almost
everyday.
The two elementary schools I attended were Tyler Elementary and Polk
Elementary; both were neighborhood schools. Tyler Elementary was an optional school.
The school work was harder; and the student population was diverse. Polk Elementary
was just the opposite. It was an all black year-round school. On top of that, our breaks
were different from the other schools in Richmond. Most times, I was in school when
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they were out. And I was out of school when they were in school. So, I rarely got to
enjoy summers with my friends.
Middle School. My middle school experience was a transition period. After
graduating from elementary school, I attended Pierce Charter School. A lot of students
went there, and they came from different areas of Richmond. Each school year the
student makeup became more and more diverse. I must say the school was pretty decent,
and it seemed like the teachers and administrators tried to help us achieve a higher
education level. The academic curriculum was challenging, but we had a few activities
and limited sports teams to balance our course work. My mama didn’t care too much for
Pierce Charter, so she transferred me to Clinton Middle another charter school. To me,
Clinton Middle was not that different than the other school. It was diverse and attracted
students from all areas of the city. Clinton Middle just had opened the first year I
attended. It was unorganized which made it harder than it had to be. It wasn’t like being
a student at a structured public school that had been established for a long-time. I felt
like a lab rat in a research experience. It’s like we started out as a middle school, then the
school grew into a high school. Each year an additional grade was added until they got
the twelfth grade.
Due to an incident at Clinton Middle in the eighth grade, I had to transfer to
Buchanan Middle School; a public school. It was the best school that I attended out of all
of the middle schools. Buchanan was an established Richmond City School. Therefore, I
knew how the school was gonna operate. I got to attend coed classes. School ended at
two-fifteen instead of five o’clock. They had traditional sports and activities unlike the
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charter schools. It was so much fun, and one of the best experiences I had in middle
school. As a matter of fact, I graduated from Buchanan Middle School.
High School. After graduating from Buchanan, I went to Clinton High School
for my ninth grade year. It was fairly small, but the student body was larger than the
middle school. Nevertheless, the school was still in the experimental stage, and was
seriously unorganized. So, I left there and went to Birchard Hayes High School located
on Harden Community College campus. To help me stay focused on my grades, I played
baseball and football. The principal, coaches, and teachers were strict about students
maintaining good grades. They would always remind us that if we didn’t make the grade
we couldn’t play sports. Well, I kept my grades up and graduated with a 3.0 grade point
average.
College. Unfortunately, Patrick did not speak in-depth about his college
experience. However, he mentioned attending Arthur State University in the interview,
and noted it on his demographic form.
Aspirations and Goals
Mrs. German: First, I want to thank each of you for agreeing to participate in this
interview session. My name is Mrs. German. I am an independent education consultant.
I am here to gather information from you regarding your experiences with, and
perceptions of your high school counselor. My goal is to understand your experiences,
and to get your input on how to improve the counseling services for potential FGAACS.
To begin, please introduce yourself by stating your name, the name of the college you
attend, and your college major.
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Rochelle: My name is Rochelle. I attend Carter State University. And I major in
journalism.
Edward: I’m Edward. I also go to Carter State University. My major is business. I
want to be an entrepreneur.
Madyson: Hi. I’m Madyson…that’s with a “Y” not an “I.” Let’s see…I started out at
The University of Richmond, but transferred to Harden Community College. As far as
my major, I’m still trying to figure that out.
Breeze: My name is Breeze. And my major is music…well vocal performance. Oh, and
I attend Cleveland University; the southeast campus.
Jackson: What’s up…my name is Jackson. I go to Harden Community College too.
Well, I’m out right now, but, I start back this semester coming up. I haven’t decided on a
major. It’ll probably be in legal studies though.
Patrick: Um…my name is Patrick. I attend Arthur State University. My major is
engineering.
Mrs. German: Welcome to everyone. It’s good to see that each of you have chosen
excellent colleges and universities to attend. We have a mixture of two and four year
institutions with a diverse range of majors. Let’s see, we have music, business,
journalism, and engineering. So, tell me what where some of your goals and aspirations
growing up?
Rochelle: In high school, my goals were to focus on my class-work and my studies
instead of my social life. Initially, I wanted to do hair, but now I want to be a Disk
Jockey/radio personality. After I graduate, I’m gonna go to a cosmetology school
because doing hair is still a passion of mine. And if I don’t get my career job
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immediately after college, I will work as a cosmetologist until I do; that’s my backup
plan.
Mrs. German: What changed your mind about becoming a cosmetologist?
Rochelle: When I was in high school, my mom and I were talking about my career
choices and she said, “Doing hair is fine, but do you think you gonna make a whole lot of
money?” I believe her statement made me change my mind. After all, I liked music. I
would always have the music playing in the house while I was cleaning up, or doing my
hair. Plus, I wanted to talk to celebrities to find out about their life experiences. So,
that’s why I decided to be a DJ.
Edward: In elementary, I wanted to be a lawyer. In middle school, I ended up changing
it to an OB-GYN doctor. Then, I finally got to high school, and I said I was gonna do
business. In fact, I wanted to own restaurants, car lots, and a clothing store. I wanted to
be a manager. I didn’t want to work for anybody else. Don’t get me wrong, I really
wanted to be a doctor and own my own business; but I thought it was gonna be too much.
Madyson: My only goals were to see the world, go to college, and get out of college.
Whatever was planned for me; that’s what I was ready for.
Breeze: When I was younger, all I wanted to do was be a singer. I was like, “Man, I can
do good in school any other time. I just wanna sing.”
Jackson: I remember it was either the third or fourth grade; and the teacher asked,
“What do you wanna be? I was like a preacher.” I named a preacher, a CSI guy, and
three other careers. Seriously though, in high school, I wanted to go to the military. But I
let a lot of people around me, including my father, talk me out of going. They were
telling me, “Man, what you going to give your life up for?” You know how people of
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philosophers are about that [in the black culture, parents, family members, and friends
often feel Blacks shouldn’t risk their lives, or die, for a country that has mistreated them].
I debated about it over and over. Looking back, I should have just gone to the military.
But now I wanna to go into CSI forensics [Crime Scene Investigation]; it’s fascinating.
Patrick: I really didn’t set any goals. I just said…ok…I’m gonna go to college. All I
wanted to do was go to college and play football. That was it.

Theory

Interventions are needed prior
to high school in order to
increase post-secondary
aspirations for first-generation
students because their parents
may not have any college
experience (Bui, 2005).

“Aspirational capital refers to the ability
to maintain hopes and dreams for the
future, even in the face of real and
perceived barriers. This resilience is
evident in those who allow themselves
and their children to dream of
possibilities beyond their present
circumstances, often without the
objective means to attain those goals”
(Dixson & Rousseau, 2005, pg. 176).

Counselor’s Blog
ASCA School Counselor Competencies
IV. Delivery: IV-B: Abilities and Skills - An effective school counselor is able to
accomplish measurable objectives demonstrating the following abilities and skills:
Individual Student Planning
IV-B-2d. Understands career opportunities, labor market trends and global
economics and uses various career assessment techniques to help students
understand their abilities and career interests.
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Elementary and Middle School Counselor Experiences
Mrs. German: Tell me about your experiences with your elementary and middle school
counselors.
Rochelle: I never really went to the counselor in elementary. I didn’t start going to the
guidance counselor until high school.
Edward: I don’t know why all the years I was in school I didn’t interact with my
counselors. The only counselor I dealt with throughout my school years was in
elementary; and that was because I was bad. She wanted to see why I was acting out the
way I was acting out. I don’t remember my middle school counselor. But I do remember
our Dean. She was the person I interacted with when I got into trouble. She talked to me
and told me what to, and what not to do so I wouldn’t get suspended. So, that’s who I
thought was my counselor. I guess the Deans were our counselors. I don’t know. I can’t
remember.
Madyson: Honestly, I don’t remember my counselors at Jefferson Elementary. In fact,
I only talked to people who I was close to; not necessary teachers or counselors.
Breeze: I don’t have anything to add.
Jackson: Elementary school…I was a bad little rascal. I would tell anybody what was on
my mind. So, I always ended up going to see the counselor. But she would send me to
the principal’s office. Back then, we had corporal punishment. My mama told them
“Don’t spare the rod on my child.” So, I took my licks and went on about my business. I
was the bad kid. But the teachers still allowed me to be a helper. Now, my middle
school counselors, they were disciplinarians. They only talked to you because it was their
job. They had to talk to you. I don’t remember her name; but we used to go sit in the
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office with her. I think they used to try to see why we were acting out; to see if we were
crazy or had a bad life at home.
Mrs. German: What kind of questions would they ask you Jackson?
Jackson: “Why are you acting out like that? You’re not getting enough attention at
home?” It felt like they were trying to diagnose you like you were a mental patient. I did
what I had to do for that little thirty minutes, or however long they told me to stay in the
room.
Mrs. German: Patrick, tell me about your elementary and middle school experience.
Patrick: I’m like the rest of them…I don’t remember having any dealings with a
counselor in elementary or middle school.

Theory

Public Schools Student/Counselor
Ratios (2010-2011)
Max. Recommended Ratio (250:1)
(“U.S. Student-to-Counselor,” n.d.)
Current U.S. Average (471:1)
(“K-12 Public School,” n.d.)

Media discourse and sensationalization
contributes to the stereotyping of African
American males as deviant and
uneducable. School counselors and
teachers regularly interpret the behaviors
of African American males as
aggressive, disrespectful and
intimidating. The inaccurate
interpretation of the behaviors lead to
unfair discipline that is frequently
harsher than it would be for their
White peers (Allen, 2010).

Counselor’s Blog
Elementary and middle school counselors are great resources for students.
However, high student-counselor ratios in public schools may account for participants
not remembering their school counselor’s name. Additionally, the lack of assistance
may be attributed to counselors being over-burdened with administrative duties making
it difficult for FGAACS to gain access to counselors until their senior year.
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High School Counselor Experience
Mrs. German: Patrick would you please tell us about your high school experience?
Patrick: At my high school, we only had one counselor. She was African American and
about twenty-something years old. I knew who she was…but we didn’t meet. I don’t
recall us having a one-on-one meeting…well…yeah…we did have a one-on-one
meeting…it was during my twelfth grade year…but not in tenth or eleventh grade. I met
her like once to tell her what school I was going to do and to give her all the colleges that
accepted me.
Mrs. German: Did you have to schedule an appointment to meet with her?
Patrick: Nah…I just walked in and turned-in my paperwork.
Breeze: The counselors at my high school were young black females too. I would say
they were like us; like students. They were into gossiping and doing whatever they
wanted whenever they wanted. I probably met with them twice.
Madyson: We had two black female counselors at my high school as well. If I’m not
mistaken…I feel so old…but…if I’m not mistaken, we had assigned counselors. I think
in the ninth and tenth grade we shared a counselor; and the eleventh and twelfth graders
shared a counselor. They were open. Even if we weren’t in the twelfth grade, if we had
questions, they would answer them…it wasn’t a big deal. But I’m almost certain the
counselors were assigned to the grade levels half and half. Hmm…you asked us how we
met our counselor…let’s see…I always wanted to be a CA, counselor assistant, so I
would always go to the counselor’s office to speak with her. I visited her probably three
days out of the week in my eleventh and twelfth grade years. No, I wasn’t in trouble; but
I sure did get on her nerves.
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Jackson: I think we knew who our counselor was in the ninth grade. And in the tenth
grade, our counselor’s name was listed on our schedule. Just like Madyson, our
counselors were divided up half and half. We had one counselor for the ninth and 10th
graders; and another lady for the other half of the tenth graders, along with the 11th and
12th graders. And we had a graduation coach. In the ninth grade, I wasn’t interested in
the counselors. The only time I saw them was when I was trying to hangout with the
upper classmen.
Edward: My counselor was an older African American lady, Ms. Lenor Flower. She
was the 11th and 12th grade counselor. At Kennedy High, the counselors moved with the
students and required us to schedule an appointment to meet with them, so we could
research colleges and set our goals. I didn’t schedule an appointment. I would walk-in
most of the time. I guess that agitated her ‘cause when I walked-in she would ask, “Did
you make an appointment?” I would say, “No, I didn’t make an appointment.” I spoke
with her a lot…I can’t remember when we first met…but I do remember that the meeting
was about senior dues. I know that for sure because I never really went to talk to her
about anything else.
Rochelle: Hey…I had two Black female counselors…that must have been the trend in
high schools! In my senior year of high school, a new counselor was hired to replace the
other lady; she retired. The principal and the new counselor met with us in the
auditorium at the beginning of the school year. At that time, the principal introduced her.
And she shared her mission. Before the new counselor was hired, the first counselor was
the one who organized our meeting times and days. The new counselor met with the
seniors individually during study lab because we had the time, and everybody was
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already there. Whatever else we had questions about we went to her office and talked to
her about it. So, I would say we met with the counselor at least four times throughout the
semester.
Mrs. German: Rochelle, it does appear that each of you discussed having an African
American female school counselor throughout your high school years. Now, someone
tell me about the first conversation you had with the counselor.
Patrick: I’ll go. Our conversation was pretty chill. I mean…I went to a pretty small
school. So it was like a regular conversation…what college where you going to…I told
her…and that was that.
Jackson: I just went to talk to them when there was something I wanted to know. I
don’t remember the first conversation.
Breeze: I don’t remember talking with our counselors.
Madyson: I can’t remember the first conversation…but I do remember having a
conversation about whether I was staying in Richmond or going out of town for college.
Edward: Umm…I dropped in to see her…I didn’t make an appointment that day. We
just sat down and talked a little bit about what I wanted to do after graduation.
Rochelle: I don’t know how the conversation started; but I was telling her about when I
was scared to go away from home. See, I knew my mom was nervous about it. She
didn’t say anything, but I could tell she was nervous. I thought, “She’s nervous. I am too.
I’m going to be away from home.” I was anxious about the college classes and nervous
about everything because my family would not be there. Yeah, I knew a couple of people
at the school who was there before me; but nobody supports you like your family. So,
with them being about 300 miles away I was a little nervous.
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Mrs. German: What other topics did you discuss with the counselor?
Edward: She had most of the juniors writing out their college plans and what three
major colleges they wanted to attend. I barely talked to her because she was busy and
had a little attitude.
Mrs. German: I’m going to come back to your comment about her, “little attitude,” so
hold on to that thought. Who else would like to comment?
Rochelle: They talked to us about ACT preparation and workshops.
Edward: Yeah, we talked about scholarships, application fees, college majors, and going
out-of-town for school.
Madyson: Mostly how to prepare for the ACT.
Breeze: ACT tests and financial aid…a little bit.
Jackson: A little about scholarships.
Patrick: Nothing else for me…
Mrs. German: Did any of your counselors provide you with college resources and
information? If so, what type?
Rochelle: They would talk to us about the ACT because we needed a decent score to get
into college. We would have ACT workshops. So when the time came for us to take the
test we would be ready. My whole class made pretty decent scores on the test. But
students who didn’t would continue to find different things to study. We would get ACT
practice books, work in those, and take it again until we got the scores that we were
satisfied with.
Edward: Whenever I went to talk to the counselor it was about school and college. We
would talk about that…not long…because she was busy. She had me select three schools
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and ranked them in priority order…you know…which school was my first option and so
on. So, we would talk about that. She told me she would give me information on
scholarships; but I never came by her office. She helped us pay our application fees for
the college; that was one good thing she did do. And she would talk to me about which
schools had the best programs for my major and/or career choice. According to her,
Carter State University had the best program. She suggested that I join some business
organizations when I first get there, so I could have experience before I graduated.
Madyson: No. I did my own research. And a church member helped me through the
process…not the counselors.
Breeze: They did help a little bit with financial aid. But I don’t think they really wanted
to. They would pull up the websites, leave me at the computer, then walk off and come
back later. Even though they didn’t give me any instructions, they would say, “Un-un,
you ain’t supposed to do that!” Like I knew I wasn’t supposed to do whatever they were
telling me I should have been doing. They didn’t guide me. They threw it in front of me
and expected me to do what was right with it. See…many people didn’t know but my
junior and senior year was extremely hard for me because I didn’t go to school my tenth
grade year. So I had to play catch up because I was a year behind academically. As far
as college, I couldn’t figure out what school I wanted to go to. I didn’t realize that in
order to go to college you not only had to have a good score on your ACT, but you also
had to have a 3.0 GPA by the time you graduated to get scholarships and grant money.
At any rate, I took the ACT three or four times before making a score high enough to get
into the college I wanted to attend. When I applied to the college, the admission person
told me that I needed to score a 19; and that’s what made me take the test a fourth time.
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The counselors didn’t help me. I did my own research, applied to colleges, and
completed the financial aid application by myself. Coach Nixon’s daughter helped me a
little too. So I didn’t really get any help at all from my counselors.
Jackson: Yeah, my counselor told me about a little money I could grab…scholarships.
Patrick: Nah…I didn’t get any college information. I looked it up myself. I knew you
needed money for school because everybody was complaining about it. So, I looked it up
myself.
Mrs. German: Patrick, you mentioned earlier that you wanted to go to college and play
football. Did you know that you could have gotten an athletic scholarship?
Patrick: Yeah…I knew you could…but… I didn’t know how it worked.
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First-generation students are:
1) Least likely to have school
counselors
2) More likely to have unqualified
or unprepared counselors
3) Most likely to have counselors
overburden with noncounseling-related duties
(Bryan et al., 2009; McKillip et
al., 2012; Welton & Martinez,
2013).

Theory
CRT focuses on the experiential
knowledge of African Americans and
uses this knowledge to construct
counterstories that confront the
discourse of the dominant group
(Dixson & Rousseau, 2005). FGAACS
shared first-hand stories of their high
school experiences that challenged
those of the status quo.

Counselor’s Blog
ASCA School Counselor Competencies
IV: Delivery; IV-A: Knowledge School counselors should articulate and demonstrate an
understanding of:
IV-A-6. Principles of career planning and college admissions, including financial aid
and athletic eligibility.

Counselor-Student Relationship
Mrs. German: How would you describe your relationship with your counselor?
Rochelle: My high school counselor was someone I could trust that she wouldn’t tell my
business to nobody…it was gonna be confidential. And I felt she was gonna give me the
best advice for me and not just tell me something because I was a child and she figured I
would believe everything she said. Again, she really gave me some helpful and useful
advice. In fact, if I had a personal issue…something outside of college, I could talk to
her about it because she made me feel comfortable.
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Edward: My counselor and I did not have a close relationship. I was probably the
reason why she rarely talked to me. I wouldn’t go see her. So, she didn’t know me.
Madyson: I had one of the coolest counselors. But I can’t remember her name. We
weren’t really close. She wasn’t inspiring anyway. It didn’t matter ‘cause I already had
someone in my corner helping me with college.
Breeze: There was no relationship…well there was a forced relationship. The
counselors tried to be nice to me ‘cause Coach Nixon took me in, and everybody loved
him. So they were nice to me because of him. But before they knew about our
relationship, they really weren’t nice. I was nobody! They didn’t know me. They never
inquired about who I was as a person. They just formed their own opinion; and most of
the time they were wrong. That’s what they did…put us in a certain category without
even getting to know us.
Patrick: Nope. No type of relationship…just turn in my paperwork before the deadline.
Jackson: We knew of each other…‘cause like I said, they knew my brother and mama.
But as far as talking to us, I think they dealt with us ‘cause it was a job…it was their job.
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Under-privileged African
American students often receive
less interaction with their high
school counselors, and are less
likely to receive advice,
encouragement or assistance
than their White peers
(Chapman, 1991; Linnehan,
Weer & Stonely, 2011)

Theory
Hipolito-Delgado and Courtland
(2007) found through a shared
counselor-student relationship,
school counselors can actively
facilitate the empowerment of
students.

Counselor’s Blog
The counseling relationship between students and their school counselor
requires an atmosphere of trust and confidence. Students must trust the school counselor
in order to be able to enter into a meaningful and honest dialogue with them (ASCA,
2012).

School Counselor Experiences
Mrs. German: Describe a positive experience with your high school counselor.
Rochelle: My second counselor and I were a little more connected because she used to
go to church with my dad. And when she recognized my last name, she asked me if I
was related to different people. I told her…yeah that’s my dad…yeah that’s my
aunt…yeah that’s my grandmother. Then she told me they all used to attend the same
church. So sometimes we got off topic. Her knowing my family members helped us
grow closer and made me feel more comfortable. I always went to her. Even if she
didn’t know something, she would always look into it and get back with me. When she

106

found out, she would say, “I looked into this, and this is what you need to do, or this will
be the best thing.” She was very informative.
Edward: None for me.
Madyson: Towards the end of my twelfth grade year we started to get closer. Not
necessary just close, but it was like she started recognizing me, having me help her, and
giving me ACT test information and websites to practice for the test. After she got to
know me, she started liking me. I guess she saw that I was one of the students trying to
do better…trying to make something of themselves. Maybe that opened her eyes. And
when I noticed a change in her, I felt good because I wasn’t a people’s person nor did I
have many friends. One time she told me, “It was good to go out of town for college…to
get the experience.” That was positive advice. I gave some thought to it. But due to
circumstances I stayed in Richmond. Looking back, she did kind of coach me. She had
me excited to go out-of-town for college that was a positive outside of her actually liking
me.
Breeze: No, I can’t recall any positive experiences because they only helped me when
Coach Nixon told them. Then, they would sit up there and say, “Yeah, I did that…and
that’s why she’s in school.” No, you didn’t do anything! They take all the credit when
they didn’t do anything at all. I’m sorry…you asked if I had a positive experience…no!
Jackson: I can say yes…I can say no…but I’m gonna try to stay on a positive note.
When I did go to the counselor’s office…when I got serious about what I needed, she
helped me. But I still felt like they could have helped us more.
Patrick: Positive experiences…none that I can think of.
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Mrs. German: Let’s talk about any negative experiences. I know there was at least one
because Edward mentioned that his counselor had an “attitude.” If you don’t mind
Edward, would you tell us about your experience?
Edward: Yes…she had an attitude. She was mean. She had poor communication with
the students. She used to talk bad about students for no reason. I mean, some days she
would be nice and some days she didn’t want to listen to anyone. For example, I could
go ask her something about the different payment plans for senior dues. She would
rudely say, “I’ve already explained that to you.” She wouldn’t give me an explanation as
to why we were paying so much for dues. Our senior dues were $400. So I asked, “Why
do we have to pay that much money when we have over 500 students?” She would get
smart and say, “I can’t talk right now” and tell me to go to class. One student told me she
kicked her out of the office for asking if she could get an extension to pay her dues.
Mrs. German: So, that was her response to you questioning her? Well, not questioning
her, but getting clarification? It sounded as if she dismissed you without addressing your
concern. What did you think about how she handled you?
Edward: I didn’t care! But at the time, I was trying to understand why everyone had to
pay $400; and we had that many seniors. I wanted to know if they were getting extra
money because we were paying a heck-of-a lot of money to have that many students. At
that point, I didn’t care. Plus, she always acted like she was so busy. I seldom met with
her anyway. The majority of the time we only met with her to return our books, and then
we had to immediately leave. Her conversation with us was short. She would tell me to
come get my book, or something like that, and that was it.
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Rochelle: I honestly can’t think of a negative experience. Even if they were busy, the
counselors would always follow-up with us. So I can’t say I had a bad experience, or
ever heard anything negative about them.
Madyson: All my negative experiences came from home. School was my get-a-way.
Breeze: I sought help from counselors a lot. But they always put me off and said,
“Come back later.” And every time I came back later they never did anything…or…they
were like, “I’m too busy. I have all of this due. I have all of this stuff. How am I gonna
take care of this person first and I got you here?” And usually the “person” she was
referring to was either at the top of the class or an athlete. I was always the one
waiting…watching them sitting in the office hanging-out, talking and gossiping. And
when you finally got a chance to go to the counselor’s office, they would say something
like…un-un…what you doing in here...you supposed to be at lunch…un-un…you
supposed to be in class. It was just no. It wasn’t happening.
Jackson: I already told you about some of my negative experiences. I couldn’t talk to
the counselor when I needed to or wanted to. And she showed favoritism to the
cheerleaders.
Patrick: It was never anything bad for me.
Mrs. German: Before we move on, I would like to know if anyone has had a
challenging experience with their college counselor.
Madyson: I have…and it was a horrible experience! She was tough…nothing but tough
love; she sugar-coated absolutely nothing. She made me feel bad. She made me feel like
I was a bum. Like, I was never going to be anything. That woman wasn’t very
understanding at all.
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Mrs. German: So what did she say, or do, to make you feel like that?
Madyson: I used to have to go see her once a week because I was on academic
probation. I think I missed my first appointment or something…or…I didn’t know I had
to meet with her. Anyway, the first time I visited her, I didn’t know where to go. But
when I got there she ‘gon say, “I see now that you don’t… you don’t even care.” But I
honestly didn’t know I had missed my appointment. I didn’t know that I was supposed to
even go see her. I was waiting for an email. You know a reminder email. And when I
didn’t get one, that’s when I contacted her. And she told me I had missed my
appointment, and then said, “I can see now you don’t care.” She was like, “Where’s your
syllabus? Where are your books? Well I see now you just don’t care, huh?” I didn’t know
I was supposed to bring my books or my syllabus. It wasn’t that I didn’t care. I didn’t
realize I was supposed to be bringing all of that stuff. I was misinformed. She made it
seem like I didn’t care. But I promise you…if I would have known, I would have taken
everything. I really gave her a bad first impression…and from then on, she always had
an attitude with me. Everything I said was like crap, and she didn’t want to hear it. One
time I told her that we had to read a book in literature class, and I couldn’t quite
comprehend it. She responded by telling me, “Maybe you need to listen… maybe you
should pay attention more.” She acted like I wasn’t trying at all! She just made me feel
bad.
Mrs. German: And that was the first time you met with her?
Madyson: That was my VERY first time meeting her. But it was my second
appointment.
Mrs. German: I can only imagine how you felt being treated like that.
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Madyson: Well…the fact that she didn’t know me, and she came at me that way…made
me feel terrible. I have never used what my life struggles and challenges, or what I’ve
been through as an excuse as to why I can’t do anything. That lady didn’t know me or
my story! She didn’t know what I was going through, or how hard I was trying to build
my foundation! She made me feel like I was making excuses and lying when I wasn’t. It
was just the way my life was going at the time. I wasn’t lying. That stuff happened for
real. I was being open and honest with her. What she said to me, and how she treated
me…I felt awful. I had had enough…and…that was the last straw. I wasn’t gonna give
up. But I felt like I definitely needed a break!
Mrs. German: Tell me more about how your interactions with her impacted you?
Madyson: I’m the type of person who gives tough love. So, I understand she was only
trying to help me. But she was extremely hard and harsh with what she said. As a matter
of fact, she was brutally honest. I’ll say it like this…she was bru-ta-lly honest. And she
suggested that I take a break from school.
Mrs. German: How did that suggestion come about?
Madyson: I used to have to show her my grades, tell her exactly what I missed on tests,
what the assignments were for the week, and when they were due. And when I told her
what grade I made on a test and how it was gonna affect my final class grade, and how
scared I was of being placed on academic suspension, she told me to avoid it. She
said…not in her exact words…but she said, “Yeah, you need to go ahead and take a
break, because if you don’t, you gonna be on academic suspension; so, maybe you need
to go ahead and take a break and withdraw.” She wasn’t saying give up. But this was the
first time she understood where I was coming from. It was a bitter sweet moment. I
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thought, “Ok, you understand when I say I want to give up, but when I’m trying my
best…where are you?” I was like, “Wow! This is how you treat somebody! You
supposed to inspire me. You supposed to help me, not pull me down.” So, I was like, you
know what, I’m going to take a break…this is confirmation…I need to take a break.

Theory
Institutionalized racism often
manifests itself in access to power
(Jones, 2000). With regard to access
to power, an example includes school
counselors providing differential
access to college information and
resources to honor students, athletes
and potential FGAACS.

Racism can be found hidden in
the customs and practices of
school systems as subtle,
unnoticeable messages or actions
of the dominant group. This type
of racism is called racial
microaggressions and quietly
denigrates African Americans
(Blaisdell, 2005; Matsuda et al.,
1993; Solόrzano, 1997).

Counselor’s Blog
ASCA School Counselor Competencies
I-A: Knowledge; I-B: Abilities and Skills - An effective school counselor is able to
accomplish measurable objectives demonstrating the following abilities and skills:
I-B-2. Serves as a leader in the school and community to promote and support
student success.

Favoritism
Mrs. German: Jackson it is interesting that you use the phrase, “certain girls.” I’ve
heard that some counselors only interact and help certain groups of students. Which
group would you say received the most help?
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Jackson: My counselors interacted with the cheerleaders the most. They were always in
there talking to the counselor about little stuff. When you go visit the counselors, you
don’t want to talk to them in front of the cheerleaders. Then you had the athletes. See…if
you were a good athlete and you brought the school positive publicity…they tried to help
you. But if you were at a school that didn’t care about sports…or you were a terrible
athlete and you weren’t going nowhere…they didn’t mess with you [they didn’t help
you]. To me, the guidance counselors were accessible and helpful only to the kids they
liked. They gave them office assistance jobs which the students used to cut class. If they
knew you…they knew you…if they didn’t, they only told…or gave you what you
needed; and you be on bought your business.
Edward: I say the high achieving students. She talked to them because they would be in
her office almost every day filling out scholarship information to submit before the
deadlines. In other words, she barely met with most of the students. It was mainly the
students who were at the top of our class. And us…she would throw us to the side and
tell us to come back another time. We didn’t get hardly any information ‘cause she would
have different people in her office. But when we came to the office, she would say, “I’m
doing something right now. I’m busy.” Then, she told us to come back later. And when
we came back she was gone. So, we rarely got to talk with her.
Madyson: My counselor was real crazy over the basketball players. For one thing, her
play-son was on the basketball team. She was always with them at the games. Her
time…energy…and everything…see…I was getting that from my bowling coach. She
was giving it to her favorites…which in my opinion…were the popular kids. And I
wasn’t a popular kid.
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Breeze: They gave most of their attention to the athletes. All the other students, they
didn’t really care about. If you weren’t at the top of your class, or if you weren’t an
athlete, you didn’t really get any help at all.
Patrick: My counselor paid more attention to Beyoncé.
Mrs. German: Who?
Patrick: Beyoncé. She’s a famous singer. My counselor loved Beyoncé…she…my
counselor walked around school singing and talking about Beyoncé concerts and stuff.
Mrs. German: So, you’re saying that she was more into her personal life and going to
concerts? And, she would let the students know this?
Patrick: Yea…you would have thought she was a student.
Mrs. German: Being first-generation students who already have limited resources,
knowledge about college and financial aid, how did you feel when the school counselor
was too busy helping their favorites to help you?
Jackson: I was like…if she helped me, she helped me…if she didn’t…I did for myself.
I ain’t gonna sit around and wait on nobody. If I had to go down there, and I wanted
something done, I made sure I got it done. I would say, “Aye, I need this done… wooda
wooda woo. Aye, I need something done.” I wasn’t finna be playing around with those
folks. For instance, if I had to do something with the counselor, get something signed, I
bugged her. I knocked on her door every five minutes. I got it out the way cause that’s
just how I was…period. Yeah...if I could do it…all I needed was her signature, I’ll be
like, “Man, come on sign my paper. I don’t need to be waiting. Come on. What’s up?
You ‘gon do it or what?” If she said no, I went to another counselor. Even though I
played around in high school and chilled, when it was time to do some’m major, I did
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it…got it knocked out the way. Overall, I felt the counselors could have…should
have…helped us more…they could have done their job better.
Mrs. German: What do you mean they could have done their job better?
Jackson: I’m trying to think of the word…it’s an in-between feeling about that ‘cause
maybe some of the girls did need the help that they were getting. The counselor may
have felt like I’m a woman and I know what they are going through. So, I can’t say they
didn’t need help. My point was…help everybody…try to help everybody! They opened
their office up, but still there were certain times if someone wanted to come in to talk
they can’t. The counselors talked to the cheerleaders all the time. And they picked their
favorites to be their aids. Nope…they didn’t pick all the students…maybe some of the
troublemakers…ones they really liked…but they didn’t pick all of them.
Breeze: It made me feel like they didn’t have hope in us. They didn’t have faith in us.
They just felt like…you just a regular student…these kids ain’t gonna make it. It’s like
we were put in our own little group…our own little section. And if you weren’t an
athlete, high up, or at the top of the class, they paid no attention to you at all. They didn’t
really care.
Mrs. German: What would you have said to the counselors about their treatment if you
were given the opportunity?
Breeze: I would have said, “Look…you did not help me at all! And the way you made
me feel was that you didn’t want to help me! You felt like you had to, and it’s not fair. If
I didn’t have Coach Nixon or Ms. Jimmerson, I probably wouldn’t have made it to
college because you didn’t help me. I had to get other people to make you, and that’s not
fair!” I would just tell them that. I wanted them to not only take the time out to guide me
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through the process, but to make me feel like they wanted to do it. Not because they had
to do it, but because they wanted to do it. Not just for me, but other people that I knew. I
felt like all of us would have been better off in school if we had that type of guidance; if
we had somebody to bring our spirits up.

Theory
Welton & Martinez (2013)
report that school counselors in
urban public school systems
favor high academic achievers
and athletes over marginalized
students and offer them more
pre-college counseling

Structural inequalities are just as
apparent in schools as the differential
treatment of students along racial lines
(Wiggan, 2007). Research indicates
the counselor-student relationship play
an important role in bridging the gap
between resources and African
American students’ access to postsecondary education.

Counselor’s Blog
One of the school counselors’ responsibilities is to ensure that all students are
treated fairly and that no group of students, or student, is favored over another.
However, it should be noted that favoritism may occur when schools are not staffed
with enough counselors.

Perception of School Counselor
Mrs. German: So, what where your perceptions of the school counselors?
Rochelle: My counselor was someone who I could trust. She was sweet, helpful,
informative and knowledgeable.
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Edward: To me, they hired anybody to be guidance counselors. Well…no…some
guidance counselors were helpful. The freshmen, sophomore and junior guidance
counselors talked to their students. But for some reasons…mine…she wasn’t on top of
her game with the students like the other counselors. She was always busy and never
paid attention to us. She was mean and kept an attitude. She was dismissive and pushed
us back a lit bit…I guess…I guess it was because she had a baby. I guess that was
occupying all of her time; the baby.
Madyson: I had one counselor, and her attitude was just nasty…just horrible. I don’t
even know why she was a counselor. She was uninspiring and catered to the popular
students. Thank God, I had somebody I felt comfortable talking to.
Breeze: Don’t get me started…my counselors acted like students; gossiping and doing
whatever they wanted. They were lazy and unhelpful for the most part…unless you were
an athlete or at the top of the class. Let’s see…I would also say judgmental, unfair, and
discouraging. I could go on and on; but I’ll stop.
Jackson: My counselor was unhelpful to the students who needed the help the most. She
gave the cheerleaders, athletes and high achievers all of the attention.
Patrick: Like Breeze, my counselor acted more like a student to me…always discussing
her personal life and what she did, or what concert she went to.
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Theory
African American students are a historically
marginalized group that faces challenges in
college access and in their quest to achieve
college admittance (Bryan et al., 2011;
Muhammad, 2008; Zhang & Smith, 2011).
These students require competent, trained
professional school counselors who are
knowledgeable about their unique needs.

The ASCA Ethical
Standards for School
Counselors specify the
principles of ethical behavior
necessary to maintain the
highest standard of integrity,
leadership and
professionalism.

Counselor’s Blog
Ethical Standards for School Counselors
F. Responsibilities To The Profession
F.1. Professionalism – Professional school counselors:
b. Conduct themselves in such a manner as to advance individual ethical
practice and the profession.

School Counselor’s Helpfulness with College Preparation
Mrs. German: How helpful would you say your counselor was with preparing you for
college?
Rochelle: I would honestly say they had us prepared for college. My counselor started
preparing us at the beginning of our junior year when we were getting closer to entering
college. We researched colleges, filled-out applications, discussed application fees, and
they provided us with an array of scholarship opportunities, and helped us decide whether
we wanted to stay in-state or go out-of-state for school, or if we wanted to continue at
McKinley College. I honestly didn’t know anything about stuff like that. Even though
my mom didn’t know anything about applying for college, she still tried to help. We
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were both trying to figure it out. However, whatever we didn’t know, I asked my
counselors. So, I think without them, I wouldn’t have been prepared to go to college.
Breeze: My counselors didn’t quite help…but…they helped a little bit. They told us we
had to take the ACT. They made sure different colleges visited the school…and that was
pretty much it. Coach Nixon and his daughter helped me out the most. I researched a lot
myself.
Jackson: Yeah she did. She told me about a little money I could grab….scholarships
and all that. They told you to go to school. Everybody told you to go to school. “Gone
go to school while you can…ya’ll young…gone go.”
Patrick: My counselor talked to us about college a couple of times, and told us what we
needed to do. For example, what GPA’s we needed and how to apply for schools.
During college day, they brought people in from colleges to show us how to apply for
schools. In my twelfth grade year, we had to apply to a certain number of schools, have
our school list signed, and talk to the counselor before we graduated to tell her what
college we were going to attend after high school.
Edward: My counselor talked to me about certain college information I needed help on.
We would talk about that…not long…because she was busy. She also helped pay for our
college application fees.
Madyson: Once my counselor got to know me, she started giving me some college
information; ACT information and what websites I could go on to practice my ACT.
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School counselors should assess their
roles and move beyond the traditional
state of school counseling.

Theory
“To do this will demand that they look at
what they truly believe about the children
they serve. If they believe that all children
can achieve, they will have to become
more assertive and focused about creating
conditions that help all students define,
nurture and accomplish high aspirations.
The future of our society depends on this
being the primary focus of all counselors
(House & Martin, 1998, p. 288).

Systems of oppression directly
related to the counselor’s role of
gatekeeper include providing
vague and inadequate college
resources to marginalized
students (Rosenbaum et al.,
1996).

Counselor’s Blog
ASCA School Counselor Competencies
IV-A: Delivery - Knowledge; I-B: Abilities and Skills An effective school counselors
is able to accomplish measurable objectives demonstrating the following abilities and
skills:
IV-B-2e. Individual Student Planning: Helps students learn the importance of
college and other post-secondary education and helps students navigate the
college admissions process.

School Counselor’s Impact
Mrs. German: Who was impacted by the counselor, and how?
Rochelle: You remember when I told you that my counselor told me I could contact her
after I graduated from high school? Well, her saying that made me happy because I knew
somebody would always be there to encourage me, have my best interest at heart and
give me the advice I needed. Another time was when I was concerned about going to a
large university so far away from home, and not having any friends. She said,
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“Well…with the school being so large, it’s actually a good thing because you are bound
to meet somebody.” I was like, “well yea that’s a good way to look at it.” Her reassurance
left me more confident and open-minded. Ok, ok, ok…this is the last thing I want to say.
Until this interview and discussing my experiences with the counselor, I never realized
how important those things were. But as I grow and think about my counselors, I would
say, they were a big part of my life. Without my guidance counselors, who really knows
where I would be. I would probably be struggling with a lot of things because of lack of
information. I probably wouldn’t have received all of the scholarships I have. Without
question, I feel my counselors were very important and they made a difference in my life.
Edward: Because my counselor seemed too busy to meet and talk with me, I rarely went
to her office. I went to my principal and talked to her. She was just as knowledgeable as
the counselor. She was patient with all the senior class. As a result, I stopped going to
the counselor because she wasn’t any good. One time, I made an appointment with the
counselor, and she wasn’t there when I arrived. That situation right there made me quit
scheduling appointments; and from that point on, I walked-in if I saw her in the office.
Madyson: I remember when my counselor “willingly” talked to me about going to
college out of state. And she told me she was proud of me one time. I was elated
because I was used to being brushed off and put on the back burner. I felt like a
priority…like somebody actually cared…like, “ok you are on the right track, somebody’s
actually putting time in, investing time into you, thoughtfully as well as verbally; giving
you information, and encouraging you.” Since I didn’t want to lose that feeling, I wasn’t
too worrisome.
Breeze: Well, the counselors really didn’t speak to me at all, so let me think…
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Mrs. German: Breeze, if you don’t mind, tell me how you were affected when the
counselor chastised you about not working on the computer task correctly.
Breeze: Oh ok….when they put me on those websites and told me to do this and do this,
I thought I was answering the questions correctly. But they came back and
said…no…you doing that wrong! I was like…how do you expect me to do right when
you’re not helping me? I felt like it was pointless. It made me feel bad. It made me feel
like it was no point of doing anything ‘cause I was gonna always do something wrong. It
made me so upset that these people…these people who call themselves a
counselor…people who supposed to help the students…they didn’t do that. So, I was
like…why are they here? The way they treated me…it felt like a repeat of my
childhood…when I could never do anything right for my mom or dad. So when they
treated and talked to me as if I was dumb, my feelings were hurt. I began to think…I’m
not smart enough…I’m not gonna be able to do this…I’m not gonna be able to do that.
At times, I didn’t think I was going to get into college. But when I finally got accepted, I
realized how much my grades helped. And it wasn’t until then that I believed in
myself…I realized I could do this. At that moment, I had a lot more faith in myself;
believing I could do something with my life, and not end up a statistic.
Mrs. German: Would anyone else like to share?
Jackson: I’m good.
Patrick: Me too.
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Theory
Experiential knowledge or the “voice”
(Harper et al., 2009) of FGAAS is
critical to understanding and
evaluating problems of racial injustice
and inequality in the field of education
(Harper et al., 2009; Ladson-Billings,
2000; Matsuda et al., 1993).

Counselor’s Blog
School counselor’s choice of words and lack of expectation for students may
discourage them form applying to and attending a university (Bryan, et. al., 2009;
Gibbons & Shoffner, 2004; Holcomb-McCoy, 2007).

Power of Words
Mrs. German: You have shared a lot of insight into the experiences you encountered
with your high school counselors. However, I want to switch gears for a moment, and
talk about the power of words. What are your thoughts regarding the “power of words?”
Rochelle: Words go a long way. Not just what you say, but sometimes it’s how you say
it. For example, I can say something to a person and it can mean one thing. But my
approach and the way I say it can change the meaning and possibly discourage or
encourage them. And I’m not merely talking about things people have said to me, but
some things I have said to people. For instance, if I say something bad to a person, they
may not like me or they may feel like I’m trying to intimidate them. Likewise, if I
encourage a person, I might make a positive difference, or inspire them to accomplish a
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goal. I know this because in high school I used to text positive “words of the day” every
single day; and my friends thanked me. But if I failed to include a person’s name in the
text message, he or she would be disappointed. Shortly after, I would receive a text
saying, “Where is my word of the day?” Then, I would apologize and forward the “word
of the day” to them later. One day I was running late for school, so it was hard to send
out texts to everybody in my phone because it took a long time. On top of that, we
weren’t supposed to be texting in class. But the fact that it would uplift the person, and
helped start their day off right, I had to keep sending them. Now that I’m in college
concentrating on my classes and passing this internship test, I don’t have time to send the
texts anymore. However, I might start back and post the “word of the day” via Facebook.
Madyson: You have to be very careful with what you say to people. If you gonna say
something, say it out of respect because sometimes words hurt worse than licks. Words
can change a person for both good and bad. Words are very powerful; and the way you
say it is powerful too. You can say something as simple as “hello.” But if you say it a
certain way it can be taken a certain way; versus it being taking as a greeting.
Breeze: I always go by, “actions speak louder than words.” But sometimes
words…giving me compliments…makes me feel better. It helps me to think positive and
not negative. I was always thinking so negatively. So when people did give me
compliments, it brought my spirit up high. It made me feel like I can do this or I can do
that. Words are a big part…it feels like at least someone cares…regardless if they go
through what you have been through or not. Sometimes, when counselors took the time
out to say something to me, I would think to myself, “Wow, they took the time out of
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their schedule to sit down and have a conversation with me.” A positive conversation
with me…makes me feel better…like they care.
Jackson: Words can impact you a lot. Say for instance you’re a struggling student
needing help. The counselor is not helping you everyday. They tell you…you need to
study more…or…you ain’t doing good…that’s not encouraging you! They are making
the situation worse. See, they build certain students up. I say…if you building up a
certain group of students…you can’t look back and say to the trouble-maker…you didn’t
go class no way…you didn’t want to be successful. How you gone tell him he didn’t
want to be successful. You didn’t give him the tools, or say the things he needed to hear
to be successful. I ain’t gone say no names; but we had administrators who put certain
students down.
Mrs. German: We have talked extensively about your school counselors, yet there are
other people who may have impacted you in some way. So, let’s talk about them as well.
It doesn’t matter who it is. You can talk about family members, administrators, your
coach, as well as your counselor. It can be anyone who has helped, encouraged, hindered
or discouraged you. The stories you share can reference basically anything such as
advice they provided, stories they told, affirmations, and/or words to live by. Let’s start
with encouraging words or positive statements.
Rochelle: My counselor encouraged me when I was scared about going to college. She
was like, “That’s normal. See, when you’re doing one thing in your life you move to the
next level. Everything is scary sometimes.” “But, don’t be scared and not go and just stay
here if that’s where you really wanna go, and if you feel like that is where you’re gonna
get the best learning experience.” We got a little emotional. It touched me because she
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really cared about how I felt about going to college. She was there to listen to me, and it
made me really happy. She encouraged me when we talked about situations outside of
college; giving me good advice. Another time she told me, “I can tell you’re a young
lady who has her head on straight and really want to do something with your life. When
you get to college stay focused. If you need anything, any advice about anything related
to college, contact me. I will always be here if you need help with anything.” Even after
graduation, she continued to encourage me; and her doing that was big to me.
Encouragement is always good for students.
Edward: My counselor had her days. One day she would be pleasant and say, “I hope
everything go well for you after you graduate.” Then on some days she’d have an
attitude and say, “The route you going, you’re not gonna be anything.” It was off the
wall stuff. How she interacted with the students fluctuated. She had mood swings. So
how you were treated depended on what mood she was in ”on that particular day.”
However, one day, she was in a positive mood. She told me she was happy that I got
accepted into Carter State University. She paid the application fee. Another time, she
told me striving to become a doctor and an entrepreneur would be overwhelming; but if I
could do it, take it slow.
Madyson: Right off the brain, I can’t think of anything. Anyway, when somebody is
talking to me, I am listening really hard. I’m listening for a solution. I’m not listening to
take notes…I’m listening for stuff to put into action. So, when I’m talking with
counselors, good or bad, I take something out of the situation and apply it to my situation.
While they’re talking, I’m listening for what my next move should be. I’m listening for a
solution if that make sense.
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Jackson: My mom and grand-mama encouraged me to grow up and be a responsible
young man. I think they wanted me…but… they can’t pick your life…parents can’t pick
your life. They can steer you in the way they want you to be…but…a parent can’t really
steer your life. They can teach you the difference between right and wrong; but those
decisions are up to you. My mom would always say, “At the end of the day, she did her
part.” With her saying that, I knew the rest was up to me. They gave me the tools, taught
me what they were taught, to be respectful, work hard for what you want, and you have to
get out here and do the rest. Another person who encouraged me was my football coach.
My football coach always tried to get us to attend college even if it wasn’t to play
football. I can’t remember the joke…some joke…man…I can’t think of it! But, I
remember him telling us, “Man…if you left-handed…man…you better go get you that
left-handed scholarship” He was trying to send us somewhere. What he used to call me?
Lil boys in the hood or something. He used to say something but I can’t even remember.
Ah…shoe-house pimp or something. Yeah…that’s what it was…Man…don’t be a “shoehouse pimp” like what-cha-call-it who had all that talent…and didn’t go to school… at
home with your mama asking her where your Tostitos chips and Doritos. That’s what he
used to say, “shoe-house pimp,” that’s exactly what it was…ya’ll sitting in there with
your mama and baby mama laying around... man…ya’ll better get up and go to school or
something…you in there walking around in your house-shoes…scratching your
booty…and all that. I’ll never forget that story!
Patrick: My counselor didn’t have any encouraging or discouraging words. Our
conversation wasn’t like that. It was…give me your paperwork…what school are you
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going to? That’s about it. It was my coach who encouraged us to go to college and learn
the experience and everything.
Mrs. German: Tell me about any discouraging words or experiences?
Edward: I would go ask the counselor questions about colleges I wanted to attend. She
would just tell me to type up something and put it in her box. That she would read it and
get back with me…and she never did. Then, my friend told me that this same counselor
told her not to ask her anything else, put her out the office, and told her not to come back.
And the only thing she wanted was an extension on her senior dues. That’s why nobody
liked the counselor; she was mean.
Madyson: I already told you about my horrible experience with the college counselor.
Breeze: My counselor lost hope for students who got in trouble. But they didn’t
understand that that student could’ve been trying their hardest…to do something better
with themselves. And when the student finally started behaving better, counselors would
say, “Oh now you want to get on the right track.” Counselors shouldn’t say that to
students…that’s like trying to bring them down…it’s not fair.
Jackson: I remember when a teacher had something sarcastic to say to me. See…we
had a senior project due…mine was knocked out before anybody. Anyway, I was sitting
after school putting work in for it. Then a certain teacher would walk by and say, “That
boy doing work?” I was like…really…you see me doing my work…I’ve never not did
my work...don’t act like my work habits are bad…cause me and you don’t get alone…or
me and you had words. I’ve known this teacher for four or five years. I’ve known her
since sixth grade, and she’s always had an attitude. Then my brother came home one day
and said, “Yeah…your teacher told me you so horrible…and all that.” I told
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him…naw…I don’t even want hear that. But, I was used to it…I ain’t gone lie…I was
used to it…I just didn’t care no more.
Mrs. German: How did the counselor’s words impact or influence your post-secondary
aspirations?
Rochelle: My counselors didn’t necessarily influence my decision to go to college. I
already knew that’s what I was gonna do. But her helping me with the process played a
large part in me going to college. I think her reassuring me when I was scared of leaving
home to go to a large university and feeling uneasy about making friends really made me
feel more comfortable with going out-of-town for school.
Edward: When my counselor gave me her two cents about what I wanted to major in at
school, it did kinda change my decision somewhat. Remember, I wanted to be a doctor
and an entrepreneur. After listening to her, I decided to put being a doctor on the back
burner.
Madyson: She didn’t. My inspirations didn’t come from nobody at school.
Breeze: No! The counselors did not inspire me one bit. They didn’t talk to me unless
they were made too. Well…their lack of communication and lack of helpfulness
magnified my determination to figure out the college process.
Jackson: Nah, not my counselors. We didn’t talk or meet that much; they were too busy
with those girls and the smart students. But my coach encouragement, funny stories and
jokes made me realize there was no reason I couldn’t go to college. It was just that my
life struggles and finances deterred me.
Patrick: Nope…can’t say she did.
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Theory

Words have the power to
discourage and hurt
Nonmaleficence – the duty to do no
harm; and beneficence – the duty to
do good are two of the five guiding
ethical principles (ACA, 2014;
Corey et al., 2007; Gladding, 2001)
for which the school counseling
ethical standards are based upon.

Researchers who have studied
language and its impact on racial
and ethnic cultures have discovered
that school counselors’ words have
the power to impact the counselorstudent relationship, and to inspire
or break the spirit of students;
ultimately impacting their future
aspirations (Johnson et al., 2010;
Van Dijk, 2006).

Counselor’s Blog
Ethical Standards for School Counselors
A.1. Responsibilities to Students - Professional school counselors:
a. Have a primary obligation to the students, who are to be treated with dignity and
respect as unique individuals.

Student Support Systems
Mrs. German: Tell me, outside of your high school counselors, who else encouraged
and supported your college going efforts? And, what type of support did they provide?
Rochelle: All my family was very supportive and excited about me going to college
including my parents, biological dad, my cousin, her mom and my grandparents on that
side of my family. They were excited. So I couldn’t help but be excited. And if I didn’t
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have something, they bought it for me; and their generosity made my heart happy ‘cause I
never expected anything. Granted, some of my church members and other people who
knew I was headed to college offered their assistance; mainly money, prayers, and
purchasing college supplies. Many shared their college experiences. They gave me
plenty advice about what to do and not do. My mom’s advice seemed to be the most
genuine because she knows me and has my best interest at heart. In second place would
be my cousin who is about 5 years older than me. Her advice was geared towards college
life. For example, when I was in high school, I enjoyed fixing and styling my friends
hair. So she told me to be careful of trusting people and be observant, so nobody would
take advantage of me. Then she would say…don’t be partying…’cause a lot of students
get caught up on going to parties…everything being social. I knew what she meant.
Basically, if I was in the student union building hanging-out all the time instead of
attending class, I could end-up failing. I needed to hear someone tell me to stay focused
on the important things; schoolwork and graduating. I must say that was the best advice I
received from anyone. And, I’m thankful that wasn’t my struggle. I found a balance
between having a social life and taking care of business.
Edward: My tenth grade assistant principal was very helpful and supportive. I
appreciated her talking to me about my behavior. One time, she pulled my prior
disciplinary records and told me, “You have got to stop this right here, so you can get
where you want to go because if colleges see your record, they may not accept you.” She
would also tell me not to party too much when I got to college. I consider my twelfth
grade principal the most helpful because she was accessible. It didn’t matter whether I
scheduled an appointment, or if I walked-in; she made herself available to listen to my
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concerns. If she was in her office, I could speak with her, and she didn’t have a problem
with that.
Madyson: I would have to say my teacher, Ms. Lindsey, and most definitely my church
member. Ms. Lindsey was my favorite teacher and I still love her ‘til this day. Well…she
really wasn’t my teacher…she was my bowling coach…one of my biggest inspirations.
Now…she used to talk to me like I was her child…straight-up…no sugar
coating…this…that…the birds and the bees…everything! I told her my story when I was
comfortable enough; and she used to smile…shake her head…tell me how blessed I
was…and how I didn’t know it…telling me how bright my future was. Her words
inspired me a lot because that was something that I wasn’t hearing. I heard it at home,
but I didn’t feel it was genuine. But it felt wonderful hearing it from a teacher. But, by
far, my greatest inspiration was a church member. She trumped family members,
teachers, counselors and my coach. This lady was my number one inspiration. Not only
because she inspired me, but because she led by example. She was in college, graduated
and went back to school. Everything…the way she carried herself…she was as a lady.
Her life in general was an inspiration and was something I looked up to. My inspiration,
encouragement and motivation to be successful came from her. To this day, she’s the
person where all my inspiration comes from. So my support came from Ms. Lindsey and
my church member; not the counselor.
Breeze: My support came from my older brother who would always tell me not to drop
out of school. He would say, “Don’t do it because I did it. You ain’t gone have nothing.”
He knew how much I had struggled. He was the one who tried to keep my head on
straight. Then there was Ms. Jimmerson, the new principal. She always made me feel
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positive. She tried her best to make all the students happy and to feel like we could
achieve something. Last, but certainly not least, was the PE coach, Coach Nixon. Coach
Nixon was everything to me! Let me tell you the whole story as to why he was so
important. Like I mentioned early on, growing up, I didn’t have anything. I was living in
hotels and on the streets, my mom worked all the time, and my dad spent all our money
feeding his drug habit. So, when I got to Ford High school and walked into Coach Nixon
class, he must have saw something in me. He was like…what’s your name? I told him
my name…he said…I’m gonna call you home-school…he knew I was homeschooled…so he started calling me home-school. He was the only person who spoke to
me and tried to have a conversation with me. Over time, we built a trusting and close
relationship…not in a bad way…like a relationship with a counselor. Anyway, I started
telling him about my past…what happened to me growing up…everything that I went
through…the way I grew up. I guess he kinda pitied me. I’m not sure, but by the time
the summer came, my mom, dad, my brothers and I were back living in a hotel. Of
course, my mom like always gave the rent money to my dad; and he spent it. We ended
up back out on the streets. For that reason, my mom ended up calling Mr. Nixon; he
came and got me, and I’ve been living with him every since.
Mrs. German: You use the word pitied. Do you think it was pity or something else?
Breeze: I think it started off as pity, but I believed it transformed into kindness. He’s
always said to me…from day one...he doesn’t do things just to say he’s done it…he does
things out of the kindness of his heart. He helped people to be happy…I’m not the only
one…he helped other kids in the neighborhood…I’m just the only one he took into his
home. So, I would say it was out of the kindness of his heart. And because of his
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kindness, my senior year was the best year I ever had in school. Mr. Nixon made sure I
was involved in activities and everything. He made sure I was taken care of…paid all of
my senior dues…and asked other teachers to help. He didn’t tell people my
situation…no one knew he was helping me. He just started doing little fundraisers…a
candy store in the school…and every little piece of money he collected went towards
taking care of me…or he used his own money. Life was a lot better. I was able to finally
get out of town….went to Florida…for the senior trip. I had so much fun that year! I
went to prom…he made sure that I had everything that I needed. So when Coach Wyatt
walked into my life it was a lot of help. He constantly told me, “Just because everything
ain’t right doesn’t mean that they can’t get better.” Without fail, he pushed me to make
better grades. If I made a “B”…he would say…you are in second place…there’s always
second place….you want to be in first place. Therefore, the only two people in my
corner were Ms. Jimmerson and Coach Nixon.
Jackson: My brother, mama and grand-mama supported me as much as they could. My
brother and mama helped me complete financial aid documents. However, my football
coach was the person who influenced and supported me to enroll in college. It never
failed. Every scenario or story coach shared emphasized the importance of us continuing
our education. He used to joke…ya’ll better go to school…man…ya’ll better go get
some of that free lunch at the college…man…you get to eat. He would have us
tripping…telling us…man…you go to a D1 [division 1] school…you don’t have to go
just for football. Coach was always trying to make us do better…and he always….what
did he use to call us….I can’t remember…but he used to call us something…hall walkers
or something. He told us ya’ll better go to class. He always told us to go to class.
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Patrick: I would say my parents were my supporters and encouraged me to go to school.
They wanted me to get my Bachelors degree because they didn’t get a chance to go.
Along with them was my baseball coach. He always encouraged us to go to school and
to get an education. So we could make some money. He wanted us to make more money
than what we would get paid working at a factory job.
Mrs. German: Wow! You guys had numerous supporters: family, teachers, coaches,
church members…So, who would you say was most influential in your post-secondary
aspirations, including applying for admission, transitioning to college, etc.?
Jackson: I say me! It was always me! It was my decision to pursue college. Not ‘cause
someone said something to me. Teachers, coaches, family, and/or counselors may say
something to influence you. But at the end of the day, you make your own decision. I’ve
always been that type of guy. It was my decision. But there was a program that I
participated in during middle school called the GEAR-UP program that kinda helped.
The GEAR-UP program brought in college students who shared their life stories and
experiences. They discussed their struggles, how they overcame challenges, and how
significant and important it was for us to continue our education.
Edward: I would say my twelfth grade principal was the most influential, then my tenth
grade principal, and my counselor would be last because she didn’t talk to her students.
Yeah she would be last.
Madyson: My church member, my bowling coach, and then the counselor.
Breeze: Coach Nixon, Ms. Jimmerson, and then the counselor. “If I didn’t have to
include the counselor, I wouldn’t.”
Patrick: I would be first, my parents next, then my coach.
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Rochelle: I kinda don’t want to choose. But, I would have to say my mom first because
everything starts at home. If your parents encourage you to do things, nine times out of
ten, you’re probably gonna do them. Like some of us, while we were children we went
through that stage where we wanted to rebel. But ultimately, we knew our parents had
the best intentions for us; and knew at some point we were gonna do the right things. So
I would say my mom and dad and then one of my teachers. We didn’t talk all the time.
But if I needed anything and I called her and said, do you think you can do a little
recommendation for me? She was always there. So I would have to say her. She was
like a second mom to me. Last, my guidance counselor. She was great. If I didn’t want
to talk to my mama about something, or when I was doing something wrong, I would go
to her. She would get on me…but I was appreciative for that. I still have a relationship
with her. I’m connected with her even though we don’t talk all the time. I know if I
needed her for anything she would be there for me. Overall, I’m thankful for everybody
who helped me…’cause before now…I didn’t realize how much my support team meant
to me.
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Theory
Parental encouragement
and support is the most
significant factor
affecting students’
aspiration and enrollment
in college (Bryan et al.,
2009).

CRT is an appropriate framework
for understanding the relationship
between first-generation African
American college students’ postsecondary aspirations and high
school counselors (Harper et al.,
2009; Yosso, 2006).

Counselor’s Blog
ASCA School Counselor Competencies
I-A: Knowledge - I-B: Abilities and Skills An effective school counselors is able to
accomplish measurable objectives demonstrating the following abilities and skills:
I-B-5. Acts as a systems change agent to create an environment promoting and
supporting student success.
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Chapter 7
Diagnosis Stage-Defining the Problem
The previous chapter provided the data gathered during the school-based
organizational consultation. In this chapter, the problem will be defined by analyzing and
interpreting the data. Mrs. German believes by sharing experiences and stories she can
identify issues, solutions and other insightful information that will aid in resolving the
declining counselor-student relationship. For this reason, Mrs. German believes listening
to the voices of the student consultees have created an avenue to understand, from their
point-of-view, a different perspective which is not based solely upon her experiences.
After analyzing the data, Mrs. German identified related commonalities in the
ways the FGAACS viewed their school counselors. These commonalities are revealed
through three themes that were developed and further analyzed utilizing the lens of CRT:
(a) You call yourself a counselor; but… (b) Your words don’t make me or break me; and
(c) If you won’t help me, someone else will. Direct quotes from the interview transcripts
will illustrate each theme. However, there is one exception to the thematic presentation,
and it involves Rochelle. She reported the following experience:
“I would honestly say they [school counselors] were both excellent. They had us
prepared [for college]. Especially starting our junior year when we were getting
closer to entering college, deciding where we wanted to go, or if we just wanted
to stay at the college [McKinley College] and continue there. I feel like they
informed us a lot about scholarship opportunities. They let us know about college
application fees. I honestly didn’t know anything about stuff like that.”
Rochelle also described an interaction with her counselor after expressing her feelings
about attending a large university out-of-town.
“She [school counselor] was like, ‘Well, that’s normal because when you’re doing
one thing in your life you move to the next level. Everything is scary sometimes.’
She was like, ‘Don’t be scared, don’t not go, and just stay here if that’s where you

138

really wanna go. If you feel like that’s where you’re gonna get the best learning
experience.’ She encouraged me.”
Rochelle’s positive experiences (i.e., helpfulness; and encouragement to follow
her dreams) were in contrast to the remaining five interviews, which were predominately
negative.
Theme 1: You Call Yourself a Counselor; But…
The first theme discusses how FGAACS perceived the experiences with their high
school counselor. The experiences with the counselors are significant and can have a
negative or positive impact on students’ attitude toward the counselor, how often they
seek counseling services, and their post-secondary aspirations. Therefore, five subthemes are included under this theme: (a) counselor-student relationship; (b) counselorstudent interaction; (c) professionalism; (d) favoritism; and (e) helpfulness with college
preparation.
Counselor-Student Relationship. Building a genuine, honest, open, and trusting
counselor-student relationship serves as a gateway for students to seek and accept
assistance from school counselors. However, the majority of first-generation participants
in this study explained how they did not have a close relationship with the counselor.
One participant indicated the counselor-student relationship was non-existent due to him
not seeking services. The student said,
“We didn’t talk as much because she was busy; and she had a little attitude.”
Another student, Breeze, stated
“There was no relationship…well there was a forced relationship. The counselors
tried to be nice to me ‘cause Coach Nixon took me in; and everybody loved him.”
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This student feels that her relationship with the counselors was not genuine, but
coerced by another school administer. In the next section, a different sub-theme is
discussed which details the different interactions participants encountered with their high
school counselor.
Counselor-Student Interaction. Students reported having minimal interaction
with their school counselors. The three male participants expressed that they had only
visited the counselor once or twice which was far less frequent than the females. For
example, Madyson said she visited her counselor three times a week; and Rochelle met
with her counselor four times per semester. Rochelle indicated that her counselor held
individual counseling sessions in the counselor’s office or the study lab, and group
sessions were conducted either in the auditorium or classroom. Like Rochelle, other
students mentioned receiving counseling services in the computer lab.
Along with discussing the location and how often students met with their
counselors, Mrs. German inquired about the outcome of the interactions with the school
counselor. The responses to this question varied. The negative experiences of the
participants seem to provide answers which were different and unique to the individual.
Some participants expressed how they had negative experiences trying to meet with the
counselor. Other participants described how they felt dismissed, and pushed aside
because the counselor showed favoritism toward other students. Breeze shared:
“I sought help from counselors a lot; but they always put me off and said, come
back later. And every time I came back later they never did anything…or…they
were like, ‘I’m too busy.’ I was always the one waiting…watching them sitting in
the office hanging-out, talking and gossiping.”
Edward had a similar experience where he visited the counselor to inquire as to why the
senior dues where so expensive. He stated,
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“So I asked, ‘Why we have to pay that much money when we have over 500
students?’ She would get smart and say, ‘I can’t talk right now,’ and tell me to go
to class.”
Out of the six participants, Madyson was the only participant who shared a
challenging experience with their college counselor. She indicated that her counselor
was not inspiring, helpful, compassionate, empathetic, nor understanding. In fact,
Madyson viewed her counseling style as being “brutally honest” to the detriment of the
counselor-student relationship. Madyson said,
“She was tough…nothing but tough love. She sugar coated absolutely nothing.
She made me feel bad….and she made me feel like I was a bum. Like, I was
never going to be anything. That woman wasn’t very understanding at all.”
In another instance Madyson explained that she felt as if the counselor was questioning
her integrity.
“She didn’t know what I was going through, or how hard I was trying to build my
foundation! She made me feel like I was making excuses and lying when I
wasn’t.”
Students generally viewed their school counseling experience to be negative. The
majority of participants seldom met with the counselor; and when they got an opportunity
to meet with them, the counselors were too busy, dismissive, or unhelpful.
Professionalism. Each participant provided a brief description of their counselor.
Each counselor was identified as an African American female. Two out of the six firstgeneration participants described young African American counselors. Patrick stated his
counselor was twenty-something. Breeze said, “I would say they were like us; like
students.” The only other group member who referenced the age of his high school
counselor was Edward. He described his counselor as being an older African American
lady.

141

Almost all participants sustained a negative perception of their counselor. Both
Patrick and Breeze stated that their counselors were unprofessional and acted like
students. Specifically, Patrick indicated that his counselor paid more attention to
“Beyoncé.“ [a famous singer]. He said,
“My counselor loved Beyoncé…she…my counselor walked around school
singing and talking about Beyoncé concerts and stuff. You would have thought
she was a student.”
Breeze stated that her counselors gossiped and were judgmental, unfair and
discouraging. The descriptions of the previous two school counselors’ behaviors are
inappropriate and unethical according to the ASCA Ethical Standards for School
Counselors (2009). Additionally, several other participants described their school
counselors as being mean spirited and having a nasty attitude. Behaviors such as these
can be a distraction for FGAACS who seek advisement. Unlike the other students,
Rochelle’s perception of her high school counselor was positive. She described a sweet,
knowledgeable, helpful, informative and trustworthy counselor.
Favoritism. Four of the participants felt their counselors showed favoritism
toward certain students. The athletes were identified as most favored followed by high
achieving students, cheerleaders and popular students. Breeze stated,
“Her counselors’ focused their attention on the athletes; and all the other students,
they didn’t really care about. If you weren’t at the top of your class, or if you
weren’t an athlete, you didn’t really get any help at all.”
Likewise, Madyson pointed out,
“My counselor was real crazy over the basketball players. For one thing, her
play-son was on the basketball team…she was always with them at the games.
Her time…energy, and everything…see…I was getting that from my bowling
coach. She was giving it to her favorites…which in my opinion…were the
popular kids. And I wasn’t a popular kid.”
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Jackson and Edward both agreed that their counselors’ also showed differences
between students. Jackson believed the guidance counselors were accessible and helpful
only to the kids they liked. He stated, “If they knew you…they knew you…if they
didn’t, they only told…or gave you what you needed; and you be on bought your
business.”
To better understand, how students dealt with the unfair treatment, participants
were asked to share their feelings. Jackson responded,
“If she helped me, she helped me…if she didn’t…I did for myself. I ain’t gonna
sit around and wait on nobody. If I could do it...all I needed was her signature, I’ll
be like, man, come on sign my paper. I don’t need to be waiting. Come on.
What’s up? You ‘gon do it or what?”
Breeze felt like the counselors did not care and had no hope or faith in her. She
believed the counselors viewed her as a regular student who was not gonna make it.
Helpfulness with College Preparation. Only one student acknowledged
receiving intensive college preparation assistance. Three of the six students recalled
receiving minimal help from the counselor which included receiving information about
the ACT; how to apply to colleges, deciding whether to go out-of-town to school, and/or
completing college applications. Breeze and Patrick did not recall receiving any college
information from their counselor; only inquiries about their college choices. These two
students did not allow their inadequate college counseling to deter them; but instead, they
persevered through the college-going process, researched college requirements, and
obtained assistance from other people. Madyson stated, “Once my counselor got to know
me, she started giving me some college information…ACT information…what websites I
could go on to practice my ACT.”
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As far as financial aid advice, Jackson reported, “She [the counselor] told me
about a little money I could grab; scholarships and all that.” Patrick mentioned that he
aspired to attend college and play football; and Mrs. German asked if he was aware that
he could have received an athletic scholarship. Patrick responded, “Yeah…I knew you
could…but… I didn’t know how it worked.” The lack of helpfulness by the counselor
may have prevented this student from receiving funding to offset his college tuition and
expenses.
Theme 2: Your Words Don’t Make Me or Break Me
The second theme discusses how FGAACS perceived the power of words; and
how counselors’ words served to either encourage and/or discourage students’ postsecondary aspirations. The female participants in the study collectively agreed that
words have power, and may have a positive or negative impact on the person receiving it
depending upon its delivery. Rochelle stated,
“Words go a long way; and not just what you say, but sometimes it’s how you say
it. For example, I can say something to a person, and it can mean one thing. But
my approach and the way I say it can change the meaning and possibly discourage
or encourage them. And I’m not merely talking about things people have said to
me, but some things I have said to people.”
Madyson also agreed with Rochelle. She shared,
“You have to be very careful with what you say to people. If you gonna say
something, say it out of respect because sometimes words hurt worse than licks.
Words can change a person for both good and bad. Words are very powerful; and
the way you say it is powerful too. You can say something as simple as ‘hello’;
but if you say it a certain way it can be taken a certain way; versus it being taking
as a greeting.”
Both of the responses highlight how important it is for school counselors to
monitor what they say to students. It is possible for a counselor to say something in a
joking manner; and the student interprets the statement incorrectly or negatively. Breeze
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believes “actions speak louder than words.” This means what a person says does not
mean anything if their behavior is contradictory. Jackson agreed with the female
participants.
In discussing the power of words, students were asked to share positive and
negative statements given by their high school counselor, or other support persons. In
response, there were a variety of answers to this question, but more responses were
specific to the participant. Edward indicated that his counselor was inconsistent with her
words. He explained that her moods changed frequently. Then he explained:
“One day, she would be pleasant and say, I hope everything go well for you after
you graduate. Then, on some days she’d have an attitude and say, ‘the route
you’re going, you’re not gonna be anything.’”
Jackson said his mom and grand-mama encouraged him to be a respectful and
responsible young man. However, his coach always encouraged him to attend college,
and not become a “shoe-house pimp.” Jackson explained that a “shoe-house pimp” was
someone who has graduated from high school, chose not to go to college, and is
unemployed, but stays home with his mother and his girlfriend, and walks around the
house in house shoes eating-up all the food. Patrick’s coach also encouraged him to
pursue college, so his future salary would be higher than that of a warehouse worker.
Much like the responses for the positive experience, discouraging experiences
varied and were specific to the individual and his or her experience. One participant said
a teacher made sarcastic remarks when he was completing a work assignment. Breeze
felt her counselors lost hope for students who got into trouble. To her, the counselors did
not understand that their words were discouraging and unfair. Breeze shared,
“[A] student could’ve been trying their hardest…to do something better with
themselves. And when the student finally started behaving better, counselors
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would say, ‘Oh now you want to get on the right track.’ Counselors shouldn’t say
that to students…that’s like trying to bring them down…it’s not fair.”
Edward stated that his counselor seldom followed through. He explained, when
he inquired about colleges, his counselor would give him an assignment, instruct him to
place the assignment in her mailbox, and tell him that she would read it and follow-up
with him; however she never did.
Whenever school counselors and students interact and talk about personal issues,
college preparation, and other related topics, it is almost impossible for the student not to
be effected in some fashion. So, each FGAACS student was asked to discuss whether or
not their high school counselor’s words impacted their post-secondary aspirations. Five
of the six students did not feel their school counselor’s words impacted their postsecondary aspirations. Rochelle stated, “My counselors didn’t necessarily influence my
decision to go to college. I already knew that’s what I was gonna do.” Breeze revealed
that her counselors’ lack of communication and helpfulness increased her determination
to prepare for college on her own. Unlike everyone else, Edward indicated his
counselor’s advice somewhat influenced his decision to deviate from pursuing a double
major in medicine and business. He stated,
“When my counselor gave me her two cents about what I wanted to major in at
school, it did kinda change my decision somewhat. Remember, I wanted to be a
doctor and an entrepreneur. After listening to her, I decided to put being a doctor
on the back burner.”
Jackson gave an example of how school counselor’s words impact students. He explains:
“Words can impact you a lot. Say for instance you’re a struggling student
needing help. The counselor is not helping you everyday. They tell you…you
need to study more…or…you ain’t doing good…that’s not encouraging you!
They are making the situation worse.”
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He also explains that unhelpful discouraging counselors cannot blame students for not
exceeding, or being successful. He firmly stresses,
“How you [school counselors] gone tell him [troublemaker, low performing
student] he didn’t want to be successful. You didn’t give him the tools, or say the
things he needed to hear to be successful.”
Even though many of the FGAACS stated that their aspirations to attend college
were not impacted by the school counselor, they do however admit to being impacted in
other areas. Rochelle described feeling confident, open-minded and reassured about
choosing to attend a large university out-of state after speaking with her counselor.
Madyson no longer felt like she was being dismissed and put on the back burner when
she spoke with the school counselor. She said, “I felt like a priority” after the counselor
told her how proud she was of her. In contrast, other participants described a negative
impact. Breeze mentioned an incident where a counselor instructed her to use the
computer to answer questions. However, the counselor chastised her for not completing
the task correctly. In response, Breeze said, “It felt like a repeat of my childhood…when
I could never do anything right for my mom or dad.” She also expressed not feeling smart
enough; and didn’t think she was going to get into college.
Theme 3: If You Won’t Help Me, Someone Else Will
The third and final theme emerging from the data indentifies the most significant
individuals who supported and influenced the students’ post-secondary aspirations. The
students explained how family members played the biggest role in supporting their
college-going efforts. Family members specifically mentioned were parents, siblings,
grand-parents, and cousins. Rochelle stated,
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“All my family was very supportive and excited about me going to college
including my parents, biological dad, my cousin, and her mom and my
grandparents on that side of my family.”
Patrick interjected,
“I would say my parents were my supporters and encouraged me to go to school.
They wanted me to get my Bachelors degree because they didn’t get a chance to
go.”
Other students shared stories about how their siblings supported them and were the
reasons the student remained in high school. Breeze stated,
“My support came from my older brother who would always tell me not to drop
out of school. He would say, ‘Don’t do it because I did it. You ain’t gone have
nothing.’ He knew how much I had struggled. He was the one who tried to keep
my head on straight.”
When participants were asked to identify the most influential person in their postsecondary aspirations, including assisting with college selection, college and financial
applications, and transitioning, all students indicated a parent, principal or teacher.
Edward selected his twelfth grade principal, Madyson identified a church member, and
Breeze chose her coach. Self-encouragement was mentioned by two of the three male
participants. Jackson said,
“I say me! It was always me! It was my decision to pursue college; not ‘cause
someone said something to me. Teachers, coaches, family, and/or counselors
may say something to influence you; but at the end of the day, you make your
own decision. I’ve always been that type of guy…it was my decision.”
Students ordered their support persons based on their level of influence on their college
aspirations and preparations. Rochelle was apprehensive and indecisive about ranking
her supporters. She said,
“I kinda don’t want to choose. I would have to say my mom first because
everything starts at home. So I would say my mom and dad; and then one of my
teachers. We didn’t talk all the time, but if I needed anything and I called her and
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said…do you think you can do a little recommendation for me…she was always
there. Lastly, I would say my guidance counselor. She was great.”
Patrick ranked himself first, his parents, and then his coach; Breeze listed her
coach, teacher, and then the counselor; Madyson listed her church member, bowling
coach, and then the counselor; Edward listed his twelfth grade principal, tenth grade
principal, and the counselor. Jackson did not mention anyone outside of himself.
Needless to say, all participants listed their high school counselor as the least influential
person in their college decisions. Edward stated, “…my counselor would be last because
she didn’t talk to her students.” Breeze said, “If I didn’t have to include the counselor, I
wouldn’t.”
Summary of Results
In summary, there were three major themes that emerged from the data. The first
theme, You Call Yourself a Counselor;But, discussed the individual experiences of
FGAACS as they interacted and established relationships with the counselor, and their
perception of their school counselors. Specifically, participants identified that they did
not have a close relationship with their counselor. The inadequate relationships stemmed
from students not seeking counseling, and the counselor not successfully establishing an
open, warm, and inviting environment for the students. Additionally, students believed
their high school counselors exhibited unprofessional behaviors, showed differential
treatment between students, and were unhelpful in their college preparation. The second
theme, Your Words Don’t Make Me or Break Me, detailed that students believed that
words have power, and they can negatively or positively impact a students’ aspirations
and self-identity depending upon its delivery. The final theme, If You Won’t Help Me,
Someone Else Will, identified the most significant, supportive and influential persons in
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FGAACS’ college-going efforts. The students mentioned parents, teachers, coaches, and
principals as most supportive and influential. However, all students agreed that their high
school counselors were the least influential. Following will be a discussion of the themes
and how each one links to literature as well as how they link to CRT.
Discussion of the Problem
Emerging Theme 1: You Call Yourself a Counselor; But…
High school counselors are the persons who FGAACS seek for insight and
direction concerning college. One might wonder why parents do not inform their student
about essential college information such as: 1) college applications and scholarship
deadlines; 2) that grades earned in the twelfth grade has little to no effect on their final
GPA, so they should strive to make higher grades during the ninth thru eleventh grade;
and 3) that some colleges have funding specifically allocated for first-generation students,
so their chance to attend college is high, as long as they meet the college requirements.
According to the literature (e.g., Engle et al., 2006; Gofen, 2009; McCarron & Inkelas,
2006), parents of these students may not be aware of the necessary requirements needed
for college preparation and enrollment, including ACT deadlines, academic requirements,
or financial aid applications.
The definition of a first-generation student is one whose parents have not attended
college nor obtained a college degree. Therefore, if the parent has not successfully
managed the college-going process, it is very unlikely they will be familiar with the tools
and resources needed to help their student. Hence, it is important for the school
counselor to be visible within the school, so students will know who to seek for
assistance. They should also be knowledgeable about the needs of potential FGAACS, so

150

they can be advocates, and ensure these students receive fair treatment and equitable
resources as it pertains to college preparation.
Counselor-Student Relationship. The counselor-student relationship for
potential FGAACS is extremely important when students are being asked to utilize
counseling services and to accept help from counselors. Students may refuse assistance
from school counselors because of embedded messages instilled by parents and other
family members. It is noted in the literature that FGAACS are more likely to live in lowsocioeconomic environments, and live in single-parent homes (Jehangir, 2010).
Consequently, parents work multiple jobs which contribute to their absence from home.
They depend on older siblings to provide guidance to younger siblings including feeding
them, assisting them with homework, and getting them to school on time (Zhang, 2003).
As a result, students are often discouraged from, or forbidden from accepting, outside
assistance, and/or sharing personal issues with non-family members (Horowitz, McKay,
& Marshall, 2005). In the African American community, students are taught that sharing
any type of personal or family information with teachers, principals and counselors can
bring unwanted attention to their families; specifically adults may be concerned that
attention may lead to children being removed from the home because of a lack of adult
supervision (Conner et al., 2010; Copeland, 2006; Horowitz et al., 2005). That is why it
is so important for school counselors to build genuine, honest, open, and positive
relationships with FGAACS. Through a shared trust and positive counselor-student
relationship, school counselors can actively facilitate the empowerment of students and
their college aspirations by providing students with the encouragement, support, and
information they need (Hipolito-Delgado & Courtland, 2007).
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Link to the Literature. The counseling relationship between students and their
school counselor requires an atmosphere of trust and confidence. Students must trust
school counselors in order to be able to enter into a meaningful and honest dialogue with
them (ASCA, 2001). Research shows that FGAACS are more likely to seek the high
school counselor for college-going information than White students (Bozick & DeLuca,
2011; Bryan et al., 2009; Zhang & Smith, 2011). Therefore, school counselors should be
vigilant in creating a nurturing environment and counseling relationship with students
(Bryan et al., 2009). The findings reveal that participants did not feel a close relationship
with their school counselors. Several students indicated their counselor was too busy to
meet with them, which prevented the avenue to establish any type of relationship. One
student felt the counselor-student relationship was disingenuous because the counselors
did not freely assist her; instead, a school administrator coerced the counselor into
helping the student.
One particular student, Breeze, indicated that if she had the opportunity to speak
with her counselor, she would tell her,
“No matter what that person looked like. No matter what it is about…getting into
school...you’re supposed to treat that person equally. That’s an individual and not
an outcast.”
Students benefit from a non-judgmental school counselor who accepts them and their
circumstances as they are. Counselors who motivate, encourage, and provide FGAACS
with the essential resources to help them reach their post-secondary aspirations may be
planting, and/or nurturing, the “college attainment” seed.
Counselor-Student Interactions. Like the counselor-student relationship,
FGAACS experiences with their counselor are significant, and they can have a negative
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or positive impact on their attitude toward the counselor, how often they seek counseling,
and their post-secondary aspirations (Linnehan et al., 2011). There have been many
accounts of school counselors suggesting that students seek alternative careers dependent
solely on the counselor’s personal opinion of the student. Research studies identified
school counselors as “gatekeepers” — those who helped a privileged few access college
resources and limited opportunities for marginalized students (Bryan et al., 2009;
McKillip et al., 2012; Smith, 2011). A counselor may believe a FGAACS cannot afford
to attend a four-year university based upon his or her parents’ income. As a result, the
counselor may direct students toward community colleges where tuition can be funded by
state and federal grants, and never enlighten students about first-generation scholarships
offered by the local university. The counselor’s decision to redirect students’ plan to
attend a four-year college can create self-doubt and apprehension within the student about
whether or not he/she has a viable chance of ever attending a university. Therefore,
regardless of a student’s background or financial situation, impartial and unbiased
counseling should be afforded to all students.
Link to the Literature. Research that has been conducted about African
American high school students’ interactions with school counselors is inconclusive
(Cooper & Liou, 2007; Johnson et al., 2010; Pham & Keenan, 2011). Chapman (1991)
stated under-privileged African American students often receive less interaction with
their high school counselors, and were less likely to receive advice, encouragement or
assistance than their White peers (Linnehan et al., 2011).
Data results from this emerging sub-theme concur with literature. Firstgeneration African American male students agreed their interactions with their school
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counselor were minimal. They reported visiting the counselor only once or twice during
the school year. In contrast, female students reported a higher rate of interaction which
ranged from three times a week to four times per semester. Nevertheless, the female
students’ higher interactions did not promote more positive experiences with school
counselors. All but one female participant discussed a negative experience when trying
to meet with the counselor. For one first-generation African American female student,
her negative experiences and interaction with school counselors did not cease upon
graduating high school. Similarly, she described negative experiences and interactions
with the college counselor. Specifically, she stated her interactions with the college
counselor left her feeling like a “bum” who was never going to be successful.
Professionalism. School counselors are to maintain appropriate boundaries with
students in an effort to sustain the highest standard of integrity, leadership and
professionalism. Unprofessional school counselors can be a distraction for potential
FGAACS. Counselors can deter students from seeking counseling if the counselor is
never available, or constantly complains about being overworked and busy. Whatever
issues the counselor may experience should not be exposed to students. Counselors are
considered professionals and should be able to manage their responsibilities and duties.
This can be accomplished by incorporating self-care into their daily lives to help alleviate
stress. Additionally, counselors should maintain boundaries with students by reframing
from discussing personal issues, and engaging in inappropriate playful behaviors with
students.
Link to the Literature. In a qualitative study, Owens et al. (2010) explored
urban African American males’ perceptions of their school counselors and the quality of
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school counseling services. The results of the study showed that nine out of ten
participants expressed positive perceptions of their high school counselor (Owens et al.,
2010). Contrary to the literature, five out of six FGAACS expressed a negative
perception of their school counselor. Two students described school counselors who
behaved like students; they often discussed social outings and engaged in gossip. This
type of behavior places the school counselor at risk of participating in unethical behavior,
and crossing counselor-student boundaries. Other participants described mean and
disrespectful counselors who dismissed certain students to assist others. Rochelle was
the only student who did not share the same sentiments as the other students as it
pertained to the professionalism of counselors. She described a professional counselor
who was sweet, trustworthy, helpful, and informative.
Favoritism. One of the major responsibilities of school counselors is to ensure
that all students are treated fairly and that no group of students, or student, is favored over
another. The unfair practice of treating an individual or a group of students better than
others is known as favoritism. Potential FGAACS encounter unfair treatment when
school counselors overlook their needs in order to focus on honor students, athletes and
other students. Honor students and athletes need the support of the counselor as well;
however, the counselor should be mindful to share her time and efforts equally amongst
all student groups. Potential FGAACS need to receive all the help the school counselor
can afford to offer them because of the lack of information available from their parents.
Link to the Literature. Welton and Martinez (2013) reported that school
counselors in urban public school systems favored high academic achievers and athletes
over marginalized students, and that they offered them more pre-college counseling.
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FGAACS reported that they perceived certain students received more attention and
support from the school counselor than others. One student said,
“She [school counselor] barely met with most of the students. It was mainly the
students who were at the top of our class…and us…she would throw us to the
side.”
Participants felt school counselors allowed athletes, cheerleaders, honor students
and the popular students to dominate their time. The findings also revealed the unfair
distribution of financial aid and scholarship information to potential FGAACS.
School counselors possess power over students’ ability to obtain fair college
counseling. Historically, they have been viewed as gatekeepers; the person in power who
decides what college information is distributed and which group of students receives the
college information (Vela-Gude et al., 2009). School counselors who continue to
function as gatekeepers today continue to oppress FGAACS. Moreover, they are not
abiding by ASCA national standards that mandate school counselors to support the
academic achievement, personal/social development and career development of all
students (ASCA, 2012).
Helpfulness with College Preparation. School counselors must take an active
role in assisting potential FGAACS students with the college preparation. Many
researchers believe that while first-generation students are more like to be influenced by
their school counselors, they are also more likely to have unprepared and unqualified
counselors who are overburden with non-counseling related duties (Bryan et al., 2009;
McKillip et al., 2012; Welton & Martinez, 2013). School administrators may require
school counselors to function as assistant principals, bookstore clerks, school announcers,
and disciplinary officers. These additional job duties may prevent school counselors
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from being as involved, attentive and helpful to potential FGAACS. Moreover,
overworked and stressed school counselors are of little help to this student population.
Potential FGAACS need informative, resourceful, tentative, insightful, enthusiastic, and
caring counselors who understand their special needs. They require school counselors
who radiate positive and supportive personalities and express high expectations for them
to pursue post-secondary education.
Link to the Literature. High school counselors of today have so many other
assignments and duties added to their schedules making it almost impossible to ensure
FGAACS are adequately prepared for college. As opposed to helping students set
college goals, or helping them research college statistics, counselors are being
overburdened and overwhelmed with rudimentary tasks of scheduling classes, registering
new students, and/or monitoring lunch (Belasco, 2013; Owens et al., 2011).
Data results from this emerging subtheme align with literature. The findings
show the majority of students perceived their counselors as being “too busy” and
unhelpful. One participant stated, “…when we came to the office, she [counselor] would
say, I’m doing something right now. I’m busy.” Then the counselor suggested she
returned at a later time. Two other students stated their counselors inquired about the
college choice, but never offered scholarship, financial aid, or other important college
resources. It is significant to mention that when school counselors ignore, dismiss, or
overlook FGAACS, regardless of their reasons (i.e., being over-worked and too busy)
students may feel undervalued, rejected, and invisible. They may avoid the college-going
process all together, ultimately sacrificing their goal of attending college.
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Emerging Theme 2: Your Words Don’t Make Me or Break Me
Growing up many were taught the saying, "I'm rubber and you're glue; whatever
you say bounces off me and sticks to you." This saying is a riposte - a quick clever reply
to an insult or criticism. Another familiar saying, “Sticks and stones may break your
bones, but words will never hurt you” insinuates that what people say to someone has no
impact at all. According to Anderson (2010), the latter saying is 100% inaccurate
because bones heal. Unlike healed bones, name-calling, put-downs, insults,
encouragements, reassurance, praise, and compliments can have a significant influence
on a person’s thoughts, emotions, behaviors and actions. Consequently, hurtful words
may, and often do, have a lifetime impact on a person’s life. Words are power, and
counselors can cause great damage to students’ spirit, self-confidence, and aspirations
(Smith & Mack, 2006). Therefore, school counselors must be attentive to what they say
to potential FGAACS to avoid harming them.
Nonmaleficence, the duty to do no harm, and beneficence, the duty to do good,
are two ethical mandates for school counselors when interacting with students and
providing college counseling (Corey et al., 2007). Doing harm to potential FGAACS
may be telling the student, “You will never be a doctor because you act like you have a
mental problem” or telling a student he/she is not “college material” because of low
academics. Both statements are negative and can create self-doubt within the student,
and eventually prevent them from continuing on to pursue post-secondary education.
High school counselors’ impacts on students show up in different forms. A
positive impact may increase the student’s desire to attend college; and they began to
work harder to make better grades in school. In contrast, a student may be negatively
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impacted by a counselor who consistently chastises him for not scoring high enough on
the ACT assessment. In response, the student may decide to never take the test again
which limits his opportunity to make a better score; a score that could determine his
eligibility to attend the college of his choice. High school counselors should do
everything within their power to positively impact potential FGAACS; be it saying
something encouraging, being a listening ear, or telling them, “I expect great things from
you.” Nevertheless, school counselors should strive to be the one constant positive
person in their lives.
Link to the Literature. The use and power of words is recognized throughout
the literature (Anderson, 2010; Conoley, 2008; Parks, 2007; Smith & Mack, 2006). Van
Dijk (2006) reported that the dominant group can negatively impact students who are
marginalized within society and the institution of schooling. Other researchers, who
study language and its influence on racial and ethnic cultures, report that school
counselors’ words have the power to build or damage the counselor-student relationship.
Additionally, words can inspire, motivate, discourage or break student spirits (Johnson et
al., 2010).
Concurring with the literature, FGAACS in this study all agreed that words are
powerful; and according to how the speaker delivers the message dictates whether it will
have a negative or positive impact on the receiver. One student suggested, “If you
[school counselor] gonna say something, say it out of respect because words hurt worse
than licks.” Another student believes that actions speak louder than words; and felt that if
a school counselor’s action is contradictory to what they said, she will not believe
anything the counselor says to her in the future. A male student perceived his counselors’
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words to be inconsistent changing according to her mood. It is important that school
counselors’ words are honest, encouraging, and consistent because potential FGAACS
are more likely to be apprehensive about trusting adults outside of their immediate
family.
In a qualitative study conducted by Howard (2003), students reported that their
school counselors influenced their post-secondary educational aspirations. Some
literature reports that school counselors’ words negatively impact potential FGAACS’
college aspirations. For instance, Bryan et al. (2009), Gibbons and Shoffner (2004), and
Holcomb-McCoy (2007) all agreed that school counselors’ choice of words and lack of
expectation for students may discourage students from pursing college. Other literature
reports a positive impact on first-generation students’ post-secondary aspirations.
According to Scheel et al., (2009), school counselors’ encouraging words helped students
feel important and visualize a more positive future.
The findings of this study were inconsistent with the literature. Five of the six
participants felt their high school counselors’ words had no impact on their postsecondary aspirations. All students stated they had decided to attend college prior to
meeting with the counselor. One student mentioned becoming more determined to
prepare for college on her own due to the lack of communication with her counselor. The
student who was impacted by his counselor’s words stated that he decided against double
majoring in medicine and business based upon his counselor’s advice. Even though the
participants stated that their college aspirations were not impacted by the school
counselor, they did admit to being personally impacted in other areas. A few FGAACS
expressed that their counselor’s encouragement and advice boosted their confidence to
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leave home, to attend an out-of-state college, and made them feel like a priority. On the
other hand, a student shared an incident where the counselor’s chastisement made her feel
useless and dumb. She recalls thinking that she was not going to college.
Potential FGAACS need to have school counselors who will encourage them.
The counselors who tell them that despite where they grew-up, despite the labels, despite
their bleak future, despite statistics, and despite what others have told them, they too can
be great and successful. These students need to hear that they are special, unique,
important, smart and intelligent. Hearing positive words from their school counselor can
be the nourishment they need to successfully pursue their post-secondary aspirations.
Emerging Theme 3: If You Won’t Help Me, Someone Else Will
Society places a lot of responsibility on high school counselors as it relate to
assisting students with the college-application process. In particular, they are expected to
write college recommendations, mail high school transcripts, bring in college
representatives, conduct college preparation workshops, encourage students, and help
them in a host of other areas. However, many potential FGAACS do not receive these
services, or the counselors’ genuine support and encouragement. Rather, students are
supported, encouraged and influenced by family members, teachers, coaches and other
supportive people. Bryan et al. (2009) and McCarron and Inkelas (2006) showed that
parental encouragement and support is the most significant factor affecting students’
aspiration and enrollment in college.
The additional support systems are extremely helpful. Nevertheless, it is vital that
high school counselors act as experts in the college-application process. They should
have the most up-to-date training and college resources; acquired through professional
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development workshops, webinars, conferences, and personal research. Updating ones
skills and knowledge should not only be attained when mandated by administrators, but
as needed according to personal evaluations of skills and knowledge. High school
counselors should take pride in their level of awareness of college resources that would
benefit potential FGAACS and all other students. It is not enough for high school
counselors to provide support to athletes and honor students. Their athletic abilities, high
academic achievements, and support from coaches and teachers position them at an
advantage to successfully complete the college-going process over most FGAACS.
Link to the Literature. O’Donnell and Logan (2007) conducted a study with 60
freshmen at a Midwestern university to investigate comparative attitudes about the
influence of school counselors. The results revealed that most students felt school
counselors were the least influential in their college preparation. They felt that their
parents, peers, and teachers played the largest role. The results of this study are
consistent with literature based on data obtained from interviews. FGAACS indicated
that the least supportive and least influential person in their post-secondary education
aspirations were the high school counselors.
FGAACS identified family, coaches, principals, and others more supportive in
their college aspirations. Students felt that their parents were happy that they were
attending college. One student felt her parents were happy because they wanted him to
get his Bachelors degree because they didn’t get a chance to go to college. Another
student felt that her older brother was very supportive of her decision to attend college.
She stated that he would tell her not to give up and drop-out of school, but to make life
better for herself by graduating college. Two of the male participants identified their
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coaches as being the most influential. One recalls his coach encouraging him to go to
college in order to make a higher salary. The other male stated that his coach
continuously provided jokes and stories that emphasized the importance of continuing his
education.
Link to CRT
According to the literature, first-generation college students are characterized by
their socioeconomic status. Thus, they are often from low-income families and minority
backgrounds and attend public schools in an urban school district (Jehangir, 2010).
Consequently, these same characteristics position students to be labeled “disadvantaged,”
“oppressed,” “marginalized” and “at risk” in the education system (Milner, 2012). The
socioeconomic demographics of the participants in this study concurred with the
literature. The data from the FGAACS demographic forms revealed that all students
lived and attended schools in urban neighborhoods. According to research, the term
“urban,” is used interchangeably with the word “black” in certain well-understood
contexts (Ladson-Billings & Tate, 2006). Thus, urban schools lack the resources, status
and prestige of White schools (Ladson-Billings & Tate, 2006). To begin the process of
eliminating oppression and racism, and achieving equitable outcomes, school
superintendents and school board members have to agree to give more resources to urban
schools that have always had less (Rousseau & Dixson, 2006).
Critical race theory is utilized in education to recognize race and racism in society
while challenging racial oppression (Dixson & Rousseau, 2005; Patton & Catching,
2009). CRT researchers position race, racism, and power in historical and
interdisciplinary context to encourage tactics that dismantle systems of oppression while
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empowering marginalized groups (Patton & Catching, 2009). According to LadsonBillings (1998), CRT demands that educational researchers expose racism in education
and suggest radical solutions throughout the extent of our research. CRT also permits
researchers to challenge the dominant discourse that oppress potential FGAACS by
creating an avenue for them to use their personal stories/narratives (DeCuir & Dixson,
2004) to “help us understand what life is like for others, and invite the reader into a new
and unfamiliar world of their experiences and realities” (Delgado & Stefancic, 2001, p.
41).
Additionally, CRT views the “voice” of students as experiential knowledge that is
critical to analyzing the racial injustice and inequality within the educational systems
(Harper et al., 2009; Ladson-Billings, 2000; Matsuda et al., 1993). In this study,
participants’ stories are honored and treated as “valid forms of ‘evidence’ and thereby
challenge a ‘numbers only’ approach to documenting inequity or discrimination, which
tends to certify discrimination from a quantitative rather than a qualitative perspective”
(Dixson & Rousseau, 2005, p. 35).
This study contributes to the literature by providing space for FGAACS to share
their perceptions of the impact their experiences with high school counselors had on their
post-secondary aspirations. The individual story of each participant was different;
however, collectively they spoke of common experiences of structural racism,
oppression, and power. The findings of this study showed school counselors’ use of
power in the role of gatekeeper. Gatekeepers are the dominant group who possess power
over students and have the resources at their disposal to exert that power (Smith, 2011).
They are able to both open and close doors on the educational opportunities for potential
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FGAACS (i.e., college scholarships, college visits, application fee waivers, etc.).
FGAACS described instances where their school counselor frequently, intentionally or
unintentionally, showed favoritism or differential treatment to athletes, honor students
and popular students by providing them with college resources and information. As a
result, FGAACS missed opportunities to apply for scholarships, to meet with college
representatives and to attend ACT workshops.
Students also reported feeling unimportant, invisible and insignificant to their
perspective high school counselor. No matter how subtle racism may appear, the
damage it caused may create long-lasting effects. Potential FGAACS who experienced
differential treatment by their counselor may alter their initial post-secondary aspirations
that could have placed them in a more lucrative career. For instance, a student who was
persuaded by a school counselor to attend a two-year community college to become a
para-legal and to forgo his desire to become a lawyer would enter his career at an
extremely lower salary than that of a lawyer.
The principle of beneficence – the duty to do good – advises school counselors to
engage in behaviors and actions that promote the best interest of marginalized students
(Corey et al., 2007; Gladding, 2001). School counselors who practice the principle of
beneficence are often aware of the importance and power of words. They recognize how
their word selections, conversations, tone of voice, and interactions with potential
FGAACS can impact the students’ confidence, self-esteem, and their outlook on the
future, career choices and college aspirations. Words are powerful and can have an
internal and eternal effect on an individual. It is important that high school counselors
are aware of individual student’s personal background and personality to encourage a
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positive and genuine counselor-student relationship where the counselor can select
appropriate methods of inspiring and empowering potential FGAACS post-secondary
aspirations. In the next section, Mrs. German will provide a recommendation report
which discloses the goals and interventions to address the problems discussed in this
chapter.
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Chapter 8
Diagnosis Stage-Setting Goals and Interventions
Mrs. German scheduled a meeting with Dr. Makeitright to share her goals and
interventions to address the concerns of potential FGAACS at Everybody Can Achieve
Public High School. She suggested that Dr. Makeitright invite school counselors, and
other administrators and stakeholders to the meeting if they would be affected by the
decisions of the consultation. The meeting was held in Dr. Makeitright’s conference
room and lasted for about an hour. Mrs. German presented the following written
recommendation report detailing the suggested goals and interventions to be
implemented.
Recommendation Report
Consultee:

Dr. Cheryl Makeitright, Principal- Everybody Can Achieve Public
High School

Consultant: Mrs. Ashle’ German, EZ Consulting and Counseling Firm
Background: The principal of Everybody Can Achieve Public High School requested
assistance with identifying why students had mixed feelings about their school
counselors. The findings from the student year-end surveys which evaluated students’
perceptions of the school departments, student-teacher and student-counselor interactions,
and student programs and activities showed that student-counselor interaction ratings
amongst potential FGAACS were overwhelmingly negative.
As the expert, Mrs. German utilized Edgar Schein’s Doctor-Patient model of
consultation to address the concerns of Dr. Makeitright. The doctor-patient model
allowed Mrs. German to gather and analyze the data, and diagnose the problem since the
consultee could not identify the problem nor fix it. To begin the process, Mrs. German

167

reviewed the student surveys and interviewed six FGAACS to gather data. The findings
were analyzed, interpreted and framed around CRT. “Adopting and adapting CRT as a
framework for educational equity means that we will have to expose racism in education
and propose radical solutions for addressing it” (Ladson-Billings, 1998, p. 22). Thus, in
addition to uncovering the numerous ways that racism continues to marginalize and
oppress people of color, scholars, educators, and school counselors must identify
strategies to fight these oppressive forces (Dixson & Rousseau, 2005). In consideration
of the background information, reviewing the data findings, and aligning with the call to
action of CRT, the following goals and interventions were prescribed for the school
counseling department of Everybody Can Achieve Public High School.
Immediate Goals
• To identify five counselor-students related issues contributing to the decline of the
counselor-student relationship by conducting three separate meetings with tenth,
eleventh and twelfth grade potential FGAACS and their school counselors
• To develop an after-school program specifically designed to address the needs of
potential FGAACS within the next six months
Immediate Interventions
• Identify potential FGAACS at Everybody Can Achieve Public High School
• Conduct meetings with potential FGAACS to better understand the declining
counselor-student relationships from their perspectives
• Conduct meetings with current school counselors to better understand the declining
counselor-student relationships from their perspectives
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• Obtain an inside or outside consultant to facilitate the student and counselor
meetings
• Recruit school counselors, staff and administrators in the development of an afterschool program for potential FGAACS
Long-term Goals
• To develop a comprehensive school counseling program that promotes success for
all students
• To build an efficient and effective school counseling department staffed with
empathic, caring, supportive and helpful counselors
Principal Interventions
• Recruit and hire additional professional school counselors who are knowledgeable of
the unique needs of potential FGAACS
• Provide mandatory CRT training for school counselors
• Support school counselors by limiting their non-counseling duties
• Partner with school leadership team to implement data-driven systems to help school
counselors identify potential FGAACS upon entry into the eighth grade
• Establish relationships with local community colleges and universities to provide
opportunities for potential FGAACS to receive mentoring and real-life experiences
of attending college
• Assess potential FGAACS perception of their school counselor’s professionalism,
helpfulness, availability, etc. via annual student surveys
• Seek funding for the GEAR UP program. GEAR UP is a national discretionary grant
program designed to increase the number of low-income students who are prepared
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to enter and succeed in postsecondary education. GEAR UP provides six-year grants
to states and partnerships to provide services at high-poverty middle and high
schools. GEAR UP grantees serve an entire cohort of students beginning no later
than the seventh grade and follow the cohort through high school. GEAR UP funds
are also used to provide college scholarships to low-income students (“Gaining Early
Awareness,” n.d.)
School Counselor Interventions
Relationships
• Foster a caring, trusting, respectful, and genuine relationship with potential
FGAACS
• Provide a positive, comfortable and safe environment for potential FGAACS to
discuss academic, personal/social or college related concerns
• Be an active listener; reframe from working on assignments, answering the telephone
and appearing to be in a rush while interacting with a potential FGAACS
• Reframe from becoming too friendly with potential FGAACS to avoid dual
relationships, and overstepping boundaries
Equal Treatment
• Treat everyone fair and reframe from portraying favoritism to specific students or
groups. All students should have equal access to college resources including
potential FGAACS, athletes, honor students, low performing students, and special
need students
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Words/Encouragement/Advice
• Encourage potential FGAACS to aspire to post-secondary education (i.e.,
community college, trade school, or a university)
• Offer potential FGAACS alternative choices to post-secondary education such as
joining the military
• Vocalize high expectations to potential FGAACS. (i.e., I expect you to attend
college after graduation and to work hard and persevere until you reach your goals)
• Monitor communication with potential FGAACS. Counselors should be mindful not
to discourage students from their future aspirations. They should guide students and
assist them with identifying viable education and/or career alternatives
Individual and Group Counseling
• Conduct individual meetings with potential FGAACS to discuss their goals,
aspirations, and concerns
• Create a potential FGAACS group where students can openly discuss their feelings
and thoughts about attending college, leaving home, or transitioning into adulthood
College Preparation
• Assist potential FGAACS with creating a college portfolio for college exploration
and planning upon entering high school. Accumulated college resources and
information including college majors, college choices, financial aid, scholarships,
along with their interest inventory assessments, etc. should be maintained in the
portfolio and updated throughout their high school tenure
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• Offer grade level meetings for potential FGAACS and their family members. These
meetings should provide parents and students an opportunity to ask questions, learn
how to complete the financial aid process, and receive important college information
• Offer college life meetings for potential FGAACS to discuss college retention, study
habits, social activities, tutoring, and available campus resources
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Chapter 9
Implementation and Disengagement Stages
Implementation Stage
Mrs. German encouraged Dr. Makeitright to implement the immediate
interventions. To help Dr. Makeitright make an informed decision, Mrs. German
presented two options of implementation. The first option would be for Dr. Makeitright
to accept the diagnosis, implement the interventions herself and terminate the
consultation relationship (Dougherty, 2009). More specifically, she would be responsible
for delegating staff to identify potential FGAACS, organizing meetings with the students
and the school counselors, analyzing and interpreting the data and executing the changes.
The consultation relationship would terminate immediately. The second option would be
to continue the consultation relationship and invite Mrs. German to help implement the
interventions (Dougherty, 2009). Dr. Makeitright selected to implement the interventions
herself and terminate the consultation relationship.
Disengagement Stage
Mrs. German requested a two-hour meeting with Dr. Makeitright, the school
counselors and other staff members to evaluate the consultation process. Mrs. German
incorporated written feedback from the group via a consultee satisfaction survey along
with face-to-face feedback. A week following the evaluation meeting, Mrs. German gave
Dr. Makeitright a summary report detailing the consultation process. The report helped
them to step away from the work and share their thoughts before terminating the
relationship. Mrs. German maintained regular contact with Dr. Makeitright for twomonths; thereafter, the consultation relationship was terminated.
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Chapter 10
Conclusion
The goals of this study were to understand how school counselors’ words and
interaction impacted first-generation African American students’ post-secondary
aspirations; and to identify communalities among the students. Three research questions
guided this study: (a) what were first-generation African American college student’s
experiences with their high school counselor?; (b) how did students perceive their high
school counselors’ advice, encouragement, discouragement and personal interaction?;
and (3) how did students’ experiences and perceptions of the counselor’s advice,
encouragement, discouragement and personal interaction impact their post-secondary
aspirations? This was accomplished by conducting a critical race narrative inquiry study
with six FGAACS who attended a public school in the Richmond metropolitan area. In
this study, I engaged in thematic analysis and creative analytic practice to reflect the
multiple voices of participants; and to reflect their experiences through a creative design.
This final chapter will answer the research questions, provide recommendations for future
research, and discuss limitations of the study.
Answering the Research Questions
1. What were first-generation African American college students’
experiences with their high school counselor? Participants’ experiences with their high
school counselors were broken down into two categories: relationships and interactions.
FGAACS described the relationship with their high school counselors as distant or nonexistent. Several participants indicated their school counselor was too busy to meet with
them; and their lack of availability prevented them from establishing a relationship. One
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student perceived her counselors efforts to establish a relationship as disingenuous. She
felt the counselor was coerced by an administrator to assist her. Contrary to other
students, one student described a positive, trusting, and genuine counselor-student
relationship. Her counselor was attentive to her needs; and provided a warm and open
atmosphere enabling her share personal concerns.
Student interactions, including how frequent they visited the counselor and the
outcome of the interactions with school counselors directly correlated with the studentcounselor relationship. FGAACS who expressed a poor relationship with their counselor
also interacted or visited the counselor less often than the student who described having
an excellent relationship. As a matter of fact, the student reported visiting her counselor
four times a semester which was twice as much as other students. Those students with
infrequent interactions shared negative experiences. Many FGAACS felt dismissed and
pushed aside because the counselor showed differential treatment between students.
Athletes, popular students and honor students were afforded more attention and
interaction, and provided more college counseling than the FGAACS.
2. How did students perceive their high school counselors’ advice,
encouragement, discouragement and personal interaction? FGAACS perception of
their counselors’ advice, encouragement, discouragement and personal interaction varied.
During the discussion about the school counselors, many participants began to highlight
similar perceptions and experiences which were later classified as professionalism,
favoritism and helpfulness.
Out of six FGAACS, only one perceived her school counselor to be very
professional, sweet and knowledgeable. The other five students expressed negative
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perceptions of their high school counselors. Two FGAACS stated their school
counselors acted more like students than counselors. The counselors gossiped and shared
personal information with students including discussing their social outings. Other
FGAACS described nasty, mean spirited and judgmental school counselors who attitudes
fluctuated day-by-day.
The majority of FGAACS perceived their school counselors to be biased and
unfair. Four of the six participants shared experiences where the school counselor
favored athletes, honor students and popular students over them. They reported that their
school counselors provided more college counseling and paid more attention to their
favorite students. One FGAACS perceived her school counselor to be uncaring; someone
who viewed “regular students” as hopeless.
Students’ perceptions of their school counselors’ helpfulness was almost identical
to their perception of their professionalism and favoritism. All but one participant
perceived their counselor as helpful with preparing them for college. Three FGAACS
describe receiving minimal college information which consisted of discussing their
college choices, applying for the ACT assessment, and completing college applications.
Two participants recall their school counselor inquiring only about their college choices.
3. How did students’ experiences and perceptions of the counselor’s advice,
encouragement, discouragement and personal interaction impact their postsecondary aspirations? Five of the six FGAACS participants reported that their high
school counselors’ advice, encouragement, discouragement and personal interaction had
no impact on their post-secondary aspirations. All students had decided to pursue a postsecondary education prior to meeting with the counselor. FGAACS desire to attend
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college centered on surpassing their parents’ educational level; and to make a better life
for themselves and their children.
Even though school counselors had no impact on students’ post-secondary
aspirations, students were impacted in other areas. Two students expressed their
counselor’s advice and encouragement made them feel important, and boosted their
confidence to attend an out-of-state university. Another student recalled feeling dumb
and useless after being chastised by her high school counselor. As a result, her selfassurance of attending college was severely altered; and she no longer believed attending
college was a realistic option.
Throughout data collection and analysis, a critical race theoretical lens was used
because CRT is interdisciplinary and incorporates traditions and scholarly perspectives to
advance and give voice for the pursuit of racial justice. Additionally, CRT addresses the
permanence of racism which resides throughout political and social domains as well as in
secondary education. Racism can be found hidden in the customs and practices of school
systems as subtle, unnoticeable messages or actions of the dominant group. This type of
racism is called racial microaggressions and quietly denigrates African Americans
(Blaisdell, 2005; Matsuda et al., 1993; Solόrzano, 1997). The majority of the participants
experienced racial microgressions through differential treatment and feeling invisible and
unheard by school counselors who claimed to be too busy to meet with students to
discuss college preparation. As a result, racial microaggressions can psychologically
affect students’ experiences in schools (Allen, 2010).
One noticeable system of oppression impacting five out of the six participants was
them having unprofessional, unhelpful, non-supportive counselors. High schools
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principals who hire poorly trained and unqualified school counselors provide a disservice
to potential FGAACS. These students rely heavily on the services of school counselors
to assist them with college counseling, financial aid assistance and college resources
because their parents may not be knowledgeable of the college going process nor the
social and economic benefits of attending college and obtaining a college degree (Bryan
et al., 2009). Consequently, the lack of encouragement and support from their counselors
was offset by supportive family members, coaches, church member, principals and other
support persons. Also, all six FGAACS participants agreed that their aspirations to
attend college were determined prior to interacting with the school counselors.
Recommendations for Future Research
This study could be expanded to examine a larger sample of FGAACS who did
not exclusively attend a high school in Richmond school district. A larger sample could
provide greater understanding of the impact high school counselors had on FGAACS
post-secondary aspirations. A more in-depth qualitative study which includes different
high school types such as: Catholic, private, and charter schools would offer more
valuable and comprehensive information. Additionally, conducting a study on FGAACS
from various age groups would be useful in comparing findings to further improve high
school counseling services and the counselor-student relationship.
To further add to the literature, scholars could continue research initiated in this
study with the following topics:
1) The impact of White high school counselors advice, encouragement,
discouragement, or interaction on African American students.

178

2) The impact of White high school counselors advice, encouragement,
discouragement or interaction on FGAACS attending a Catholic or private
school.
3) The experiences of current 11th and 12th grade potential FGAAS who sought
college counseling from their high school counselor.
4) Scholars could conduct a similar comparative study with FGAACS and firstgeneration White college students.
And finally, future research should explore high school counselors’ beliefs
regarding the power of words and potential FGAACS post-secondary aspirations. There
may be a connection between school counselors’ beliefs, their interaction with students,
and the delivery of services.
Limitations
Several limitations were identified. First, the sample size for this study was
limited to six FGAACS. A larger sample could provide greater depth about how school
counselors impact FGAACS post-secondary aspirations. Secondly, the current study
only sought after the perceptions of students who self-identified as African American. It
would be beneficial to conduct a similar study of first-generation college students who
are underrepresented and of other racial/ethnic backgrounds. Thirdly, due to the
demographic form being purposely created for the current study, its validity and
reliability has not been verified. Finally, the reliability and validity of the data collected
through the demographic forms and semi-structured interviews are based solely upon the
truthfulness of the participants.
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Conclusion
This critical race narrative inquiry sought to understand and illuminate firstgeneration African American college students’ perceptions of the impact their
experiences with high school counselors had on their post-secondary aspirations. More
specifically, I sought to enlighten school counselors about the potential power and impact
their words and interactions may have on potential FGAACS post-secondary aspirations.
Through semi-structured interviews, students shared their unique stories, highlighting
numerous issues that contributed to their perceptions of their high school counselors. As
each student shared their experiences, related commonalities were identified, and
categorized into three major themes: (a) You call yourself a counselor; but… (b) Your
words don’t make me or break me; and (c) If you won’t help me, someone else will.
The findings emerging from the data revealed the importance of school
counselors interacting and being available for potential FGAACS. Students revealed the
inaccessibility of school counselors’ prevented them from establishing a close counselorstudent relationship. Potential FGAACS will benefit most from a genuine, open, and
empowering relationship. Through a mutually respectful relationship, students feel more
comfortable interacting with the school counselors; and the increased counselor-student
interaction provide school counselors with an avenue to facilitate the empowerment of
students and positively impact their post-secondary aspirations (ASCA, 2012; HipolitoDelgado & Courtland, 2007).
The majority of students in this study perceived their school counselor to be
judgmental unprofessional adults who acted like students, gossiping and sharing personal
information with their students. Students also felt their school counselor showed
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favoritism toward honor students, athletes, and popular students by providing them with
more college information and being more attentive to their needs. Consequently, most
FGAACS retained negative perceptions of their school counselors’ helpfulness with
college preparation. Potential FGAACS will benefit from having professional ethical
school counselors, who understand the harm of creating dual relationships, crossing
boundaries, and showing differential treatment between students. They also need school
counselors who will take an active role in assisting them with adequate college
preparation.
High school counselors have the ability to negatively or positively impact
potential FGAACS post-secondary aspirations with the use of their words (Johnson et al.,
2010; Van Dijk, 2006). In this study, all FGAACS agreed that words are powerful; and
depending upon how the speaker communicates a message will dictate the impact on the
receiver. However, participants’ perceptions of the impact of the school counselor words
on their college aspirations were inconsistent with the literature. Several scholars agreed
that school counselor’s choice of words and lack of expectations discouraged students’
aspirations (Bryan et al., 2009; Gibbons & Shoffner, 2004; Holcomb-McCoy, 2007).
Scheel et al. (2009) reported that school counselor’s positive words increased students’
self-esteem and created a more positive outlook for the future. According to the
participants in this study, their decision to attend college was previously determined
before meeting the school counselor. Only one student felt that his school counselor’s
words impacted some aspect of his college aspirations. All of the participants in the
study acknowledged the importance of having supportive school counselors. They also
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identified outside persons who supported, motivated, and provided college-going
information that assisted them with accomplishing their goal to attend college.
Finally, the findings of this study depicted school counselors as unprofessional,
uncaring, and unhelpful gatekeepers who withheld college resources and avoided
administering college counseling to FGAACS. While the majority of the FGAACS
described their counselors as such, it should be noted that the actions and behavior of the
school counselors could be attributed to the chronic underfunding of urban schools which
is a form of institutional and structural oppression that disproportionately impact African
American students. An underfunded urban school often has an understaffed school
counseling departments and limited college resources (i.e., Senior College Preparation
Manual). As a result, school counselors are required to perform non-counselor duties
such as substituting as the assistant principal or the cafeteria monitor. The additional
duties and responsibilities could contribute to school counselors being overworked,
stressed, short-tempered, and having a low tolerance to help FGAACS who do not exhibit
academic, social or financial ability to attend college. However, integrating CRT into
school counseling acknowledge the reality of oppression and discrimination that
FGAACS face. This acknowledgement may make CRT more relevant in assisting school
counselors with explaining the obstacles, barriers, and opportunities FGAACS may
encounter while preparing for post-secondary education. Hopefully, the new critical race
conscious school counselors’ impact on potential FGAACS post-secondary aspirations
would result in positive experiences for these students.
As a first-generation African American college student recalling her high school
experiences with the school counselor, I remember having similar feelings and thoughts
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shared by the students of this study. Many of the feelings and thoughts remained
dormant in my subconscious and only arose to my conscious mind after listening to the
authentic, genuine, and insightful stories of the participants. I agree with Dixson and
Rousseau (2005) when they stated that CRT scholars, researchers and educators must
move beyond simply suggesting recommendations. Our call is to aid in the elimination
of racism and to empower the subordinated marginalized groups (Dixson & Rousseau,
2005; Solόrzano & Yosso, 2002). Therefore, my contribution to the progression of racial
equality, equity of resource distribution, and empowerment of potential FGAACS will be
realized through the creation of a first-generation after-school or summer program. This
program will not only address the concerns revealed and highlighted through the voices
and stories of the participants in this study, but this program will also attend to the
personal, social, and emotional issues of students by offering individual personal
counseling with a Licensed Professional Counselor. Me.
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Appendix A
Participant Invitation Script
I am ZeVida A. Holman, a graduate student at the University of Memphis pursuing my
doctoral degree in Counseling, Educational Psychology and Research. I am in the
process of conducting interviews for my dissertation titled: Life and Death are in the
Power of the Tongue: School Counselors’ Impact on First-Generation African American
College Students’ Aspirations. The purpose of this critical race narrative inquiry is to
understand and illuminate first-generation African American college students'
(FGAACS) perceptions of the impact their experiences with high school counselors had
on their post-secondary aspirations.
Participants will engage in a minimum of one 2-hour interview or a maximum of two 1hour interviews that will be conducted at the Ned R. McWherter Library at 3785
Norriswood Avenue, Memphis, Tennessee 38152-3250 or at an alternate location. The
method of semi-structured interviews will focus on a segment of each participant’s life
related to individual experiences and perceptions of their high school counselor’s
interaction and advice. The format of semi-structured interview style utilizes the
interviewee to construct and reconstruct perspectives about experiences and events
relevant to the research topic.
If you are interested in my critical race narrative inquiry study and/or have questions,
please contact me via telephone at (901) 503-6545 or email at zajones@memphis.edu.
Thank you for your consideration.

200

Appendix B
Participant Pseudonym List

Pseudonym:

Participant #1

Pseudonym:

Participant #2

Pseudonym:

Participant #3

Pseudonym:

Participant #4

Pseudonym:

Participant #5

Pseudonym:

Participant #6
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Appendix C
Participant Demographic Survey
Date: _____________
Participant’s Pseudonym: _________________________________Participant #:
Participant’s Age: __ Sex: M __ F__ Home zip code during high school: ___________
High school attended: ___________________________ Location: __________________
High school GPA: ____________
1. Do you have other family members who have graduated from college? Y __ N __
If so, please list their relationship to you:
Names of Family Member
_____________________________

Relationship
________________________

_____________________________

________________________

2. What was your parent(s)/guardian(s) income when you were a senior in high
school?
Under $15,000 annually

_____

$15,000 to $25,000 annually

_____

$25,000 to $40,000 annually

_____

$40,000 to $60,000 annually

_____

Unsure

_____

3. My post-secondary aspiration was to attend:
__ 4 year college or university

__ Military

__ 2 year community college

__ Trade school

__ Find employment

__ Do not remember

4. I received:
__ HOPE Scholarship

__ Student Loans
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Appendix D
Semi-structured Interview Guide
Pseudonym:

Participant #

Research Question 1: What are first-generation African American college students’
experiences with their high school counselor?
LQ1: Tell me about your elementary school experience. Good times, bad times,
memorable experiences.
LQ2: Tell me about your middle school experience. Good times, bad times,
memorable experiences.
LQ3: Tell me about your relationship with your high school counselor.
LQ4: Tell me about your interactions with your high school counselor.
1. How often did you meet with the counselor?
2. How comfortable were you?
3. Racial differences?
RQ2: How did the students perceive their high school counselor’s advice,
encouragement, discouragement and personal interactions?
LQ1: Tell me about a positive experience with your high school counselor.
1. How did you feel?
2. Any memorable quotes?
LQ2: Tell me about a negative experience with your high school counselor.
1. How did you feel?
2. Any memorable quotes?
LQ3: Tell me about a conversation with your high school counselor about your
plans after graduation.
1. Did you have this conversation?
2. Was it a positive or negative experience?
3. How did you feel before, during and after the conversation?
4. What did you take away from conversation?
5. Was the conversation what you expected? Why or why not?
RQ3) How did the students’ experience and perception of the counselor’s advice,
encouragement, discouragement and personal interactions impact their postsecondary aspirations?
LQ1: Tell me about the goals you set for yourself after graduation?

203

LQ2: How did your high school counselor influence your decision to attend
college?
1. Who else was influential?
2. Was your counselor more influential than your parents? Teachers?
LQ3: Based upon your experience, what changes would you implement within high
school counseling departments to better assist students overall?
LQ4: Based upon your experience, what suggestions would you give to your high
school counselor now?
Notes:
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Appendix E
Member Check Email
Hi.
After we interviewed, I mentioned that I would send you a copy of your story. Well, here
it is. Please review the attached interview and make any corrections or provide additional
information that would help tell your story.
Also, I would like to provide the readers of your story with a brief description of who you
are.
Please send me a brief description of yourself including:
1. Your height
2. Your body build/type (petite, muscular, thin, heavy, etc.)
3. Personality (quiet, out-going, reserved, talkative, etc.)
4. Anything else you would like to share
Here's an example: My name is John and I am 5 feet 2 inches and have shoulder length
dread-locks. I am very talkative and smile a lot. etc....
If you don't have any changes to your story, send me the description of yourself and
say "NO CHANGES" by Monday, June 16th.
Once again, thank you for your participation! If you have any questions, please call me at
901-503-6545.
ZeVida A. Holman, Ed.S., LPSC, NCC
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Appendix F
Informed Consent
I agree to take part in a research study titled Life and Death are in the Power of
the Tongue: School Counselors’ Impact on First-Generation African American College
Students’ Aspirations which is being conducted by ZeVida A. Holman at the University
of Memphis in the Department of Counseling, Educational Psychology, and Research.
My participation is voluntary; I can refuse to participate or stop taking part at any
time without giving any reason, and without penalty. I can ask to have information
related to me returned to me, removed from the research records, or destroyed.
I am aware that the purpose of this study is to understand and illuminate firstgeneration African American college students' perceptions of the impact their experiences
with high school counselors had on their choices of higher education and careers. I am
aware that I will not benefit directly from this research. If I volunteer to take part in this
study, I will be asked to participate in a maximum of two interviews lasting two hours.
No discomforts or stresses are expected during this interview or significant risks to
participate in the study. If my reflection on experiences leads to any type of emotional
discomfort, the researcher is prepared to allow me to discontinue the interview.
I give permission for my story to be used by ZeVida A. Holman as long as my
name is kept confidential. The only people who will know that I am the research subject
are members of the research team. Information provided by me will remain confidential
and will be disclosed only with my permission or as required by law. An exception to
confidentiality involves information revealed concerning suicide, homicide, or child
abuse which must be reported as required by law or if the researcher is required to
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provide information by a judge. Individually identifying information, such as my name,
will not be published in connection with this study. All results and all audio recordings
from this study will be disguised. Pseudonyms will be assigned to participants to protect
their privacy and maintain confidentiality. The alias names along with the correct
information will be kept in an electronic database secured on a password protected
computer. All recordings and journals will be kept in a locked filing cabinet. Audio
recordings will be destroyed by the following year.
The researcher will answer any further questions about the research, now or
during the course of the project, and can be reached by telephone at (901) 503-6545 or by
e-mail at zajones@memphis.edu. If you have any questions about your rights as a
volunteer in this research, contact the Institutional Review Board staff at The University
of Memphis at (901) 678-2705. My signature below indicates the following:
1. I understand I will not be compensated for my participation.
2. By signing below, I affirm that I am 18 years of age or older.
3. The researcher has answered all questions to my satisfaction.
4. I understand the procedures described above.
5. I consent to participate in this study.
6. I have been given a copy of this form.
ZeVida A. Holman
Name of Researcher
Phone: (901) 503-6545
E-mail: zajones@memphis.edu

Name of Participant (Print)

Signature

Date

Signature

*(The dissertation title changed after the consent forms were signed and after the
dissertation was completed)
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Appendix G
Institutional Review Board
The University of Memphis Institutional Review Board, FWA00006815, has reviewed
and approved your submission in accordance with all applicable statuses and regulations
as well as ethical principles.
PI NAME: ZeVida Holman
CO-PI:
PROJECT TITLE: Life and Death are in the Power of the Tongue: School Counselors’
Impact on First-Generation African American College Students’ Aspirations
FACULTY ADVISOR NAME (if applicable): Stephen Zanskas
IRB ID: #3001
APPROVAL DATE: 12/6/2013
EXPIRATION DATE: 12/5/2014
LEVEL OF REVIEW: Expedited
RISK LEVEL DETERMINATION: No more than minimal
Please Note: Modifications do not extend the expiration of the original approval
Approval of this project is given with the following obligations:
1. If this IRB approval has an expiration date, an approved renewal must be in effect to
continue the project prior to that date. If approval is not obtained, the human consent
form(s) and recruiting material(s) are no longer valid and any research activities
involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be completed and
sent to the board.
3. No change may be made in the approved protocol without prior board approval,
whether the approved protocol was reviewed at the Exempt, Exedited or Full Board
level.
4. Exempt approval are considered to have no expiration date and no further review is
necessary unless the protocol needs modification.
Approval of this project is given with the following special obligations:
Thank you,
Ronnie Priest, PhD
Institutional Review Board Chair
The University of Memphis.
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Appendix H
Institutional Review Board Modification
The University of Memphis Institutional Review Board, FWA00006815, has reviewed
and approved your submission in accordance with all applicable statuses and regulations
as well as ethical principles.
PI NAME: ZeVida Holman
CO-PI:
PROJECT TITLE: So You Call Yourself a Counselor? School Counselors’ Impact on
First-Generation African American College Students’ Post-Secondary Aspirations
FACULTY ADVISOR NAME (if applicable): Stephen Zanskas
IRB ID: #3001
APPROVAL DATE: 11/10/2014
EXPIRATION DATE: 12/5/2014
LEVEL OF REVIEW: Expedited Modification
RISK LEVEL DETERMINATION: No more than minimal
Please Note: Modifications do not extend the expiration of the original approval
Approval of this project is given with the following obligations:
1. If this IRB approval has an expiration date, an approved renewal must be in effect to
continue the project prior to that date. If approval is not obtained, the human consent
form(s) and recruiting material(s) are no longer valid and any research activities
involving human subjects must stop.
2. When the project is finished or terminated, a completion form must be completed and
sent to the board.
3. No change may be made in the approved protocol without prior board approval,
whether the approved protocol was reviewed at the Exempt, Exedited or Full Board
level.
4. Exempt approval are considered to have no expiration date and no further review is
necessary unless the protocol needs modification.
Approval of this project is given with the following special obligations:
Thank you,
James P. Whelan, Ph.D.
Institutional Review Board Chair
The University of Memphis

209

